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ABSTRACT
. : A case record methodology for documenting the
behavior of individual childreh in the Head Start Planned Variation
program is reported. Planned Variation is an attemgt to provide
lorngitudinal, comparative information as to the effects of formulated
models on children served by preschool education programs. The report
documents the behavior of children to determine if or where the
Planned. Variation Models produced identifiable variations in E
behaviors. -Chapter II discusses child behaviors and model . .
orientation, with conclusions drawn. as. to relative strengths and
weaknesses of each type of model. Verbal .statements of teachers and
aides.were also analyzed as to their dimension of SUEgort or
non-support® for .the child's behavior. Chapter III discusses -

' 'role-learning behavior; attending patterns, 'independent/dependent

patterns, .and patterns of expressing feelings. Interviews of parents

are summarized in regard to their perceptlon of changes. Documents

were also summarized according to the' child's intergersonal behavior
d adults, his behavior toward peers and his task-related style.

The final chapter describes the use of this .approach withja

background discussion of the naturallstlc tradition -and the study of

- behavior. Appendices 1nclude data on- tihe observational te m,

organization, performance comgarison, f definitions, and sample case
records. (LH) /
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For a second year the Iﬁétitute for Child- Study has been under.

studying children in the Planned Variatlon Head Start Centers,
unique aspect of our role was that we utilized a case record method-
ology for documenting the behavior of individual children. We are
very appreciative of the 1nterest and support of the many people who;
J

aided our effort. . . /
' i

"~ Qur thanks and admlratlon are expressed to Dr. Tor Meeland, Dr.
Jane Stallings and the staff at the Stanford Research Institute in/
Menlo Park for their coordination of an amazingly diverse evaluation

effort,

Head St:art Directors, coordlnators, teachers and other cent:er
personnel throughout the United States wére generous in their cqn-
tribution of 1nformat10n ‘and gra01ous 1n thelr welcomes. .

We wish, to express our ap'preciation to, Dr, Lois-ellin Datta,
Chief, Head Start'Evaluation, Office of Child Development, and Dr,
Jenny Kleln, Senior Education Spec1alist Head Start, Throughout
the Planned Variation Study they have constantly supported and en-
couraged us in our belief that the case record methodology could
yield unique, valuable information about the child's Head Start

experience. - ¢

Additionally, we wish to acknowledge our colleagues in ‘the
College of Education at the University of Maryland., At various
stages during the projeét, staff and .students have contributed

" questions and ideas regarding the conceptual ,and analytic aspect‘s
Dr. William D. Schaffer and Dr. Robert Hardy parti-

of the study.
specifically, in statistical-summarization of these data.

- cipated,
“The secretarial staff maintained good humor°throughout what must

have appeared to be endless case record material,
served an omnibus role throughout the f1na1 preparat;on of this

report,

ii

\'_'/r'\_,

Lynn Yarrington

“2




'+ TABLE CF CONTENTS

1 PREFACE - * . . : ii
- . ~ , . * i
" LIST OF TABLES L . v
LIST OF APPENDICES ‘ A N ©ovi
A CHAPTERS S I : T PAGE
| ‘ I.  INTRODUCTION N - ;1
The Planned Variations. ' - 2 A
) The Case Record o, 3
: e : ~ .
; ~ The sample & : - : 4 - .
(" The Report -+ ‘ . ? 5
- . ©© 7 II. PROGRAM CONSIDERATIONS - ‘ C 7
D:’Lfference_s Among The Progqa.vn\s in
Impact on Cnildren . . 10°
‘ The Needs of Particular Children . ' .15 ,
. Differences ‘Between’ the Models in Overall « ..
I ) Behavior of the Children in the Classroom 16
Differences Between the Model Types in the: = - ) . N '
. Amount of Verbal and Non-Support Given
‘to the ¢hildren by the Teachers and Aides - 18 - .
III. CHILDREN AND ADULTS: INTERPRETATICNS FROM GBSERVATIGNS 23
) \ , ; .
Method of Analysis ' e 23
Individual Differences ; . 25 . :
" Role Learning: Patterns of Bechavior o . 26
A. Student-Group Member Roles S 26 .
'B. Learning of Adult Role © 29
C. Learning of Sex Roles ) ' - 31
" Attending Patterns of Behavior : ' . 31 -
' Dependent-Independent Patterns of Behavior - 34 s
' Expression of Feelings . : 35
‘ The Children's Parents - ! - 38
IV, STATISTICAL SWMMARY OF RECORDS 39 ,_ c
.Evaluation of Change - . ) 41

\‘1 ‘ i . ' . i.i.i 2




-
° \
!
)
AN
.
» IV,
V.
)
VI.
“
.
i
k]
\ 0
.
.
',
13
by
1
%
<
1
-
{
.
. )
.

3 PAruliText Provided by ERIC

-

.

e

Findings

3

REFERENCES

Y

APPENDICES  °

.
2 .
t
3
¢ -~
~ A
.
-
l
>
N
\
!
N
.
-
N
o
“
i,

Method of Analysis

o

STATISTICAL SUMMARY OF RECORDS’ (continued)

42

43

o 47
AN




! S
' Figures

1.

‘e

.
. 2

LIST OF TABLES

~

Interpersonal Behavior of Children
toward their Peers

Interpersonal Behavior of Children
toward Adults . -

Activity Dimension: Activity Level

. toward Peers

Aétiv{ty Dimensioni Activity Level
toward Adults

Task Orientation

. . —

" LIST OF FIGURES

Fréqpency of Supportive and Non-Supportive
_Adult Statements According to Model Type

" Recurring Behavioral Patterns

Page

43
44
45
45

45

22

24




LIST OF APPENDICES

o A Case Record Observational Tzam - ) ‘ 51 -
» ; o B Organi.zational Fréme&brks ’ ' 52
) ) ‘ . -
& c Data TPercentéges) ' ) ﬁ" 56
- . D Fall and Sp;ing Comparisén: Rating of Childfen's _ 62

Cverall Performance According to Model Types

E -Definition_of Térms'Supportive and Non-Suppartive v 63

’ " 1 .
- F Sample Case Record . 64 . ;




.

Chapterai.

. oo INTRODUCT ION
* _ The belief that exﬁefience{ of early childhood are prepotent in the

qhild's later intellectual and emotional functioning, and reseaich indicating O

‘that socio-economic background offers differeutial opportunities for growth

o

(Deutsch et a1,\1967 éndtPavenstedt et _al, 1967) wereviwportant

factors in the formation of the Head Stérg Program. Head Start aims at

contributing to vhe disruption of the poverty cycle by providing preschool

experiences which would, among many other objectivéé; foster the chiid's -

emotional and social development, promote mental processes and skills,

and 1increase his capacity to relate positively to others.

o

Early in-Heag\Start's development, gésearch was focused on studying
D . LN .

outcomes from the diversity or 'natural variation" in the various programs.

v

Although some Head Start programs seemed to prodUce_iﬁmediat? gains in

v
¢

learning ability, the duration and relationships of théqé,gains to specific

. . 3 - . ‘ . c
stratagies needed clarification.’ g ) \ : ' i

From these earlier, basic questions a series of higher order questions

N ¢ - » » R
has emerged about processes that characterize different!approaches . .to

preschool education. Planned Variation 'is an attempt to irovide longitudinal, b

comparative informaEiQn as to the effects of formulated mogels onwchildren.

. - f

ngrved by these p}ograms. The issues addre§§ed byaPlanned.Variation as noted
in the first year report* are: _“' ‘ ‘ ;
: The relative effécﬁs of various well-defined cohpensatory educaﬁi;n
".strategies on Head starf/children and their families. '

. . « .

*Implementation of Planned Variation in Head Start, DHFW, Office of Child
Development-{Washington, D.C., Superintendent of Documents, 1971y, P.l.

'




[ RuIToxt Provided by ERIC

- ) -2

* The la¥ting effects of continuous intervention following the same
educational strategies over several years.

The contribution of interventjon in preschool in contrast to inter-
. vention in primary grades. ’ Co

The .nature of experiences provided by different programs.

The processes.which account:for programs' effects.

The mechanisms of curriculum implementation. What does-it take to
initiate and carry out different curricula in Head Start? t

" .

The_Planned Variations

Ther?!arg 11 prescribed Planned Varigtion Models which are §r0uped
aécofdiﬁg to EhenfolleWing categories: preacadenmic, discovefy, cognitive/‘ .
discovery. in addition, there are models which express. the®objectives of'
a'éﬁmmuﬁity with the assistant of a Consultant or’"énablef."'A description ‘
nf t%e‘ffr;t three?éoael types is given in thé first year feport:*

The Prencademic preograms are the.Engelmann/Becker academically-oriented
and the Bushell behavior analysis models. Both foster development l
of preacademic skills,~such as number and letter recognition,
reading, writing, and instructional language; their techniques

“include use of systematic reinforcement. :

The Cognitive Discovery programs are the Florida parent - educator
model, the Tucson early education model, the Nimnicht responsive model,
the Weikart cognitive model, the Pittsburgh PEP model, Responsive
Ehé&gpnment Corporation and NYU (Deutsch). Each promotes the growth

. of basic cognitive processes such as categorizing, diff tiating, .
abstracting,, and inferring by providing continuous verbal accompani-
ment to children's sequenced exploration.

’ i

The Discovery programs are the EDC pragmatic action-oriented model

arid the Bank Street College Model. Both foster learning as part of
the humanistic growth of the "Whole Child" by encouraging such
cxperiences as free exploration and self-expression. They place heavy
emphasis on the child's sense of self-yvorth, of trust in
adults and the world, and respect for others.

.

Enabler or Consultant Models permit a community gzzaevelop a program
which will be-responsive to its own goals and aspig?tions. A
consultant assists the community in implementing its design. .
Theoretically, these models can be highly idiosyncratic, and maximize
regional or ethnic emphasis. (p. 7)

#*1bid. P. 7.
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The Institute for Chilé~Stuay (ICS) at the University of Maryland,
in fonjunction with the lgr;;f evaluatioﬁ érogram supervised by the
Sfanfoqd Research Instituté (SR1) Menlo Park, California, has beeﬁ en- -
ééged:in dogumenting theséﬁp;rienées-and béhayior of selected children.

in the Planned Variation Models of Head Start. .

‘i The Case Recox

- . . 3

The descriptive method used Ey the Institute“for documenting be-

v ¢

havio; is in the naturalistic or énthropologica;.tradi?ion; in the form
g of a case record. As a naturalistic'methbd, the case record recognizes - r '4
thg relevance of tﬁe contéextual fram;work and the importance of the
chaining.of events.,
- Various case record étyles have been described by Prescott k1§51);

Perkins (1969); Kyle (192&); Barker aﬁd Wright (1951); Barker et al

. : (1961)} and Barker (1964).
The Marylfsﬁ‘case reéord approacﬁ has been used as a todl.for
o . profeési6hals ané_researchefé. In professional service, fbe approach . ' '
has been utiliéed in identifying fecurring patterns of behavior ?o heLp. R ' ,

teachers, parents and others to understand the essential style of a

child as he functions in his world.ﬁ The research service of the case

N

record is discussed in Chapter 1V.

The case records are developed in this investigation according to
. ) v
the following procedures:

Recording is done both in the Head Start setting and later from

memory. Rough notes are taken and later expanded. The observer is asked

to focus on a single child interacting with his environment.




. Y v
1

.

Observational Periods usually last” from ten to Lwenty minutes with

" thirty minutes generally being the maximum. The activities being ob-

served influence theliength of the observational period.

Settings vary in cvrriculum elements between sponsor models; how-

‘2

J . ever, certain setting features are common. Observer records typically
include samples of:. various clock hours ( a child observed early in the

day .on Monday would be observed later bn a second day); varicus degrees )

@

of classroom structure (the child's behavior .n "free" play and ‘'structured"
~assignﬁént is recorded); unique periods such as transition and stress, i.e.
v . - ° .

How dogs,;he child beﬁavg Vhéh he is asked to change activities? How does
he init;atg requests? How does he ask fér "help"; '

The anecddial records are supplemented by éﬁterviews wi;h parents,
teachers, aides, cooks,‘bus'drivefbj etc. 'Parehtg are.inferviewéd in tbe | ’ AW

«

Fall'and:Spring. b | T

Challenging the record occurs when the observer returns to the C -

Institute and-involves a series of steps leading to further refinement. -

o G PN

Observers are asked to read records to each other for the putpose of

.

clarifying statements, adding needed details an” eliminatiﬁg‘péychological

=

N Eferms and inferential conclusions. ' ) ' //
The Sample ) R < '
1
In the present study, an-'observation team consisting of ten full-time f
. 4 3y .

Insti:uté staff members apd“five doctoral  students (see”Appendix A) studied

children in each of eleven prescribed models, plus two consultdnt modeis.

Case records were developed on a sample of 46 children, LA boys and 22

] § A -~ [

girls. The children were aelected_ﬁccording to predetermined positioms

)
-

1The original sampleﬁhumbered 48. Two children left the Head Start
centers after the fall visits. . ) o - »

9

) : : -
P e _v . . 1
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on class lists. The same children wer2 observed on repeated visits: faoll, .
consisted of a 2-4 day vbservatiodal peried

ot
within ‘a clrssroon. Four children were to be observed in each -f the

vinter and cpring., Each visit

. models visited,

The decision concerning which geographic location to choose was based

! on fhe, SRI test plan.. Case records were developed at those locations wiere

SRI was doing 'a- maximum amount of Other testing. It was anticipated that
further analysis:of both the case records and other outcome measures would
be most “fruitful if the case records were developed:where naximum tesﬁing

was planned. - (The locations of the models in which the case records were
. : t .
developed are identified in Appendiz Al) . A ' : L

- ©

~ The Report . - S
‘The report which follows is based on these longitudinal observations.

The case record method of descriptiomywas usea to document the behavior of

—

: r\\ : \\\cﬁildren. These decuments vere then studied to find vut whefe; if at .all,

the Planned Variation Models pgoduced identifiable variations in child be-

( _ haviors. In Chapter II, Laura L. Diétmann.diéqusses shild behaviors dnd

. model orientation, Case record data ohtained\during the year are viewed
. , . AN . .
N\
i inttérms-of: differences of models in their -impact on children; differences .
. . \ -

. o Cay T between models on the oveéail‘behaviof of children in the classroom; and
BN v A .

o differences of models in their ﬁbility to meet the nééds of barticular _

-] ‘ .

“y™»  children, Based'on,analysis of individual cases withiz\each model, god—

cluéions are drawn as to the rqlatiye strengths ana weaknesses of each type

of nodel, - In addition, Joan lunt analyzed the verbal statements of teachers

3,
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and aides as to their dimension of suppor: or non-support for the child's

" behavior. .

fhese documents were also studieﬂ to find 0ut.hoé well the behavior
observed acrbss models correspondea to the expeétations one might have
: I, : . .o
based'on a knowledge of child development theory and general pedagogical
principles. 1In ChapterlIII, Davia G. Kyle discusses role learning beha-’

viors, atteﬁaing patterns of behavior, independent}dependent paétérns and
ﬁétterns of expressing feelings. He also summarizes the interviews of
parents in regard to their perceptions of change; which they have noted
during this Head Start Planned Variation year.

Finally, these documenfs were_ studied to explore a methodology
for statistical summarizatioﬁ.. These documents werefsum@arized ac;ording
to three areas: the child's interpersonal behaviortoward adults; the
child's interpersonal behavior téwérd‘peers;"and;the child's task related
style. .

In Chépter IV, Garry L. McDaniels describes the use of this approach
with a background discussion of the ﬁatur;listic tradition and the study
of behavior. It was hopad that this method might allow-probabiiity

statements about behavioral changes noted, i.e., behaviors not easily

studied by the available psychometric technology.

i1




T Chapter 11

PROGRAM CONSIDERATIONS N

The teacher is choosiAg new helpers. Barry says, ''I
; want to be one." Teacher explains that she draws the names
-out of a box, and cannot see the names. Barry was not chosen’
and said, "I wanted to be something." - h <

...excerpt from a case record.

‘ ‘

When Bapry's plea is turned around, it can be used to state the . //
goal of all the models. ‘The Planned Variations of Head_Starﬁ are all
conceived in an effort to heip each child "be something.'" The extent

; to which this goal is achieved, is, quite obviously, belgg examined in -
e N B ’

study of Planped Variations. By taking an intensive look at a few children

!
in each of the models, the Institute for Child Study is attempting to

document the experiences of the children in the Head Start environment.
The particular focus is on their general approach to stimuli, cheir

interpersonal relationships, and.their perceptions of themselves as

: ) '
competent people, in behavioral terms. i
’ i

o It is proper to look over the case records of the children at ‘year's

end with the following questions in mﬁndi

te.

1. Are there differences among the models in terms of their im-

pact on the children in the éourse of a year?

2. Do some models consistentiy fail to meet the needs of parti-.

::- cular children?

L

3. Are fhere demonstrable diffepences betﬁeen the models in over-
all behavior of the chilﬁren in the classroom?
;. - - _~4, Are there differenpes bétween the model types in the amount of
}_ \ verbal support aﬂd verbal non-support given to the children by

- - the teachers and aides?

12
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Complete records were available of 46 'children, 24 boys and 22

girls, for the 1970-71 Head Start year in 12 models of Head Start, 10

sponsor and two consultant models. A complete record consists of observa-

-

tions in the classroom for 2 or 3 days in the fall and spring, and 2

days in the classroof in the winter (January or.February-),. In addit:ion,
M . ]

the observer prepared a summary statement of the year, condensing the

anecdotes into an -impressionistic account of a page or less, and stated the

general patterns of bghavior for tﬁé child in behavioral terms for. each of
the three visits. These are cal'led"'recurfing patterns,'*

Several children were absent at the time of the winter visit; oné_
boy was absent in the spriﬁg, anc} Ehe observer had to depend on a report
from h‘is teacher. Only the summai'.y‘ statements and recurring patterns were
available on &4 additional children, 2 boys and 2 girls, in a thirteenth
mod21l. These fouxi children will be included in the following analyses’
when apéropriate.

One way to handle the mass of data produced by this type of naturalistic
observation is to assign each child to a general level of functioning at
the beginning of the program on the basis of his expected level of operation
for the age.> This might bé ‘called a clinical estimate of functioning level.
Children who appeared to be responsive to each other and to adults, to have
an appropriate level of communication, énd to be ready to profif: from the materials

and the teaching situation were placed in a group identified as ''plus."

Examples of the protocols by which children were assigned are as follows:

*A sample case record, with summary statements and recurring patterns
is appended (Appendix F) '

13
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Child C. She knows all the words to the sohgs,

the .

dances, the motions for circle games, can count to 10,

.~ knows who is "present” or absent. She is always the

- first child to ‘call out an answer in response to the
teacher's questions, her voice is loud, clear; her re-
sponses correct. Remains with a 51ng1e activity for a

er selected C. as: one of her '"best pupils."”
lected to try new equipment first.

great length of time; seated without fidgeting.

Teach-

She is se-

Child R; Knows adult names, relates easily ta them,
converseg, greets, remembers names; very much at ease.
Touches my arm, knee. Laughs and smiles frequently,
plays well with children in class. Prefers one girl
"(B.) but has other friends also; possesses a long
attention span; follows directions easily, obeys imme-
diately; has good physical coordination; enjoys success,
does not like to fail. Stays at top of his class in -
almost all activities; asks questions if unsure; goes
beyond expectatlon in intellectual tasks; amuses class
during group discussions; impersonates monitors, has
vivid imagination, talks freely and volunteers first;
wants to-have his own way, and arranges to; shows
pride in his appearance, makes requests politely, re-
cognizes classroom expectations and adapts immediately,
recognizes his learning capabilities as well as his

lack of mastery of some learning tasks.

These two children are obviously 'winners' to begin with. To a les-

er extent, however, many other children entered the program with an im-

pressive array of qualities predictive of success. Seven boys and ten

girls were judged to.be in this .category at the outset on the basis of

statements made by the observers.* The rest of the children were placed

in the category of children who‘\presented marginal or serious deficits in

v

their development, both interperéonal and intellectual.

Two boyé were

N

*These ratings were made by the wrlter of this chapter, LLD, who had no way

of knowing in whichmodel the children were placed. A pseudonym had been
given the child by the observer, which was in turn replaced by/another
pseudonym in the listing of recurring patterns. A chart of all ratings

is given in Appendix D.




T -10- - L
judged to be in the deficit category in terms of interpersonal skills but

adequate in intellectual attéinment. . RN - : '

Children judged to be in the deficit category were described 1in such

*

terms as the following: . ’
child S. Sucks on thumb, puts gther thumb in navel .
during free play group, and individual activities. ‘
Responds slowly,.but appropriately to requests di-
rected specifically at her, unresponsive to ‘smiles '
from adults; visual gaze undirected. Looks slowly ' '
about the room during all activities; submits to N
requests without verbal response waits 10 to 15
minutes before entering into unstructured-play, gets— -____ _ |
objects from other children by movihg ‘in--no ver- ) . ‘
bal interaction, eats little and does not try all ' '
the food offered.

Child A.: Wiggles and squirms in his chair; -fingers

in mouth and on face at work time; uses Spring duck ., = !
and slide on playground in solitdry play, walks in

free play period, enters. into group games with -zest,

but is not one of the group,. plays alone at free .
play; is slow’'and listless much of the time. - .

Seventeen boys and fourteen girls were placed in this deficit cate-
gory. The relative positions of the children could then be examined at
the end of the year on the basis of a comparison of their fall and

-

spring ratings.

Juestion One: Are there differences ameng the programs in terms of

their impact on the children?

As described in Chaptef One, the models have been placed into model types
according to their emphasis on teacher-direction versus child-selection of
activities and according to the learning theory eSpodsed. The general
categbries, rather than individual models, will be used in the comparison of

programs since so few subjects were sampled in each individual classroom.

¢
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R

- C Preacademic Models

In the'Préacademic‘mddelsL all of the boys were judged below average
at the outset. All of them moved forward in the year. Two of the boys

gained in attention span, orientation to completion of tasks, and attainment

of skills in preacademiCrnork; They did not gain in interpersonal competence.

Of the four girls in the two models of this type, three were seen as "plus"

[

to begin with, Of these, one lost interest and became passive and withdrawn
’ - j

'

during the year., \ !

——

\ .

Jane begins the year as the teacher's dream, interested in all

\ her work, quick with routines, cooperative in a551gnments,.comf6rtab1e
\ with her group of friends, all ‘girls. By spring, her involvement
. in the structured lessons decreased although her performance

continued to be high. She began to sit in a perfunctory way,
repeating assignments, after she finished her book. She seemed
more subdued in gerneral responze, and less outgoing in every way.
On the playsround she tended to go to the swings, and pump slowly
back and forth or to lie on the seat and turn.about. In the play-
room, she tended to straighten the doll corner.

The -other two girls seemed to maintain the lead they came in with, and
one was rated as having achieved real status as a leader of her table, albeit
sometimes a leader of mischief and friendly teasing. The other was seen as

still "exhibiting the confidence she showed earlier i classwork, but also
4 .

‘freer in expressing feelings, with a show of affection for peers and teachers.

She laughs frequently, at appropriate times, and her eyes twinkle when she
is excited, this primarily when she is interacting with peers." -
The one girl seen in the deficit category gained, at least marginally,

is described at year's end: )
The non-constructive, sometimes inappropriate behsvior which Mary
exhibited at the beginning of the year has not disappeared - she
still frequently bursts out with loud, raucous laughter (sometimes,
for no apparent reason, other times when she or a peer makes a
mistake), runs wildly around the room or playground, or attacks
peers aggressively, without provocation.

16
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However, Mary's'behavior now also includes some initiation of ) )
friendly gestures toward peers - she may suggest .to a peer that . ‘
they play together, or approach a peer and put her arm around her,

or him. In some instances Mary joins a large group activity,

but this occurs only spbradlcally, and then is short-lived.

Mary also exhibits some interest in individual activities; 1f

there is: an end product, she proudly shows.it to the teachers. b

. . “ \,

In the classroom, Mary now-gives some attention to the teacher
and to the task at hand. Earlier she made every effort to avoid
any ihvoliement in the learning situations; any response appeared _
to be a guess. Now Mary seems.to feel-less need to ayoid; 'although ' N
. _ she doesn't as yét exhibit any confidence)in her ability to learn,:
she does stay with it and makes an effort/ to give the right answers
a ) K

T The Discovery Models . N

<

]
.
4
Two classrooms were represented in the models designated as'DiscSVery.
’ P . . . f R
All four boys again were judged to be below average at the outset, and each

t

of them showed a clear gain ih the course of the year. One of ‘the boys
attained a marginal gain in his relaticrnehips to others, in the sense that

he became aggressive toward those wl.o impeded his actions. '
At the outset he was seen as working an! playing by himself, and
avoiding group activities. He chose friends who were sociometric
"stars" but seemed to accept a .submissive, follower role for himself.
By. spring, he changed from the docile follower to.that of the

4 aggressive-temperamental "loner.' - He no longer allows his peers

X ' to intimidate him, or to take advantage of him. :

Only three girls were included in the final reports. A11 three were '
judged in the deficit cafegory at the outset; two moved up and one remained

marginal in general performance. She could not be rated accurately because

\

she had been absent a great deal,. and was absent from school during the T -
: o '
last visit although she was visited at home. She was reported to have changed

little, if at all, between the fall and wintef Visits, but when seen in her '
home in the spring, she recognized the observer, tcok a book and brought it

to the visitor, ostensibly (non-verbally) asking him to. read the book for

her.

17
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Cognitive/Discovery Models
Seven classrooms fall in the genéral category of Cognitive/Discovery.
Of the 14 boys in this type of classroom, sevén were judged below average
at the outset. Six of these gaingd iﬁ all w;ys, One boy shgwed great progress

in handling his interpersonal relationships, but did not move in skill areas.

The 6 boys judged.ébové average held this position or moved forward. Of .
the 14 girls in these models, 8 were judged to be below average at the outset, '
and 6 showed marked progress. Two seemed not to develop markedly, yet showed

)

progress.

Of the six girls.who entered the program with a ''plus" rating, all
retained their plus rating, 6r moved to an even higher level. One éirl,
characterized as like a Head étart graduvate at the outset, contigued‘to stay
welllahead'of Fhe.others. She can read and write her name, and functions

_without much adult help. There is someAquestion as to whetherythis program
offered her enouch stimulation. One was raged as even more outstanding in
. the spring than in the fall rating, after a winter slump.
| Enabler Models

Two bf the classréoms observed are designated as Enabler models, by o
which the goals of the community are implemented through consultation.
Of the &4 boyg observed in two models of this type, 3 were seen as below

average at the outset, These three moved forward. The boy who entcred

~

~with a plus rating maintained this status. Of the three girls observed, A -

BN

two were seen as below average, and neither of these girls made the progress
expected during the year. One girl, in model C, was seen as follows:

Jill appeared less well mannefed during the third visit.
This may be the result of the frustration she felt in

. the situation. She yelled more, ate with her fingers more, and
was generally much less responsive to teacher requests and direc-
tions. She never developed close relationships with members of
the group and there were longer periods of playing alone. She
‘began being belligerent with peers.

5 18
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The second girl was described as follows:

“Tracy does seem to seek affection in extremely subtle ways which’
are not picked up'by those around her. Because of her
undemandingness she is largely ignored

Tracy does not seem to be challenged by the materials for

creative expression , and is still at her fall level of

_(above average) skill in fine motor activities. She is well
coordinated and daring in her physical activities, jumps and runs
with grace. She alternates periods of high activity with perlods
of passive participation or in painting.’ What she.does: fram’

day to day does not seem to vary. This may not be so much a result
of non- cooperation or choice but from lack of challenge and
variety, but there is no way to.tell. Tracy manages‘to deploy her
time and to get through her morning smoothly without making

waves. She is well accepted now by her peers, although her im-
perviousness to adults now irritates them, seemingly. Since she
peaked early in her competency in the program there may be little
that is beyond her skills. Her paintings show remarkable variety
and sense of form. She has abdicatéd a large segment of experience
by her refusal to participate on.a verbal level, and her preoccua-
tion with painting may be compensatory.

~

Y

Summary

With so few children, it is not possiblé to arrive at conclusions of
other than a tentative nature. .All of the modelslsegm to have provided
opportunity and stimulus for marked gro@th fdr most of the children who
needed it most. There is a ;uggestiqn that the preacademic model did not
provide for growth in'intérpefsonal skilis for the boys who lacked these
when they entered. This is not surprising since it?is not an expressed goal
of the programéplanners. The enabler models.seem to achievé less than
might be hoped fof tﬁe girls who were functioﬁing poorly ét the ougset.

Review of the records of these 46 children in Planned Variations:does
not give c1ear-cu£ evidence that any one type of prog;;m'(Preacademig,
Discovery, Cognitive/Discovery) is bet;er for achieviﬁg the goals of Head

Start in the outcomes which can be observed by this method. To date, the

Enabler Models seem to appear to be less well conceptualized, Complete

ratings sppear in Appendix D,
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a}l/ihe children show unequivocal gains. However, those who

enterggnd{th'a high level of skills and competence may not have gained as
-/‘ ’ :

‘mqpﬁ relatively. Often the records suggest that the other children have
P _ :

‘caught up with 'these "Head" Head Starters. 1In thig—reg.Ad, the question

must be raised: Do the models individualize instruction to any greater

degree than any other education efforts?
\

1

Question Two. Do some models consistently fail to meet the needs of par-

ticular children?

As with the statements comparing models, the information available is

of a nature which can only suggest trends. It appears that the preacademic
i :

models do not give boys who come into the program with immature ways of re-

lating /to others sufficient help in achieving skills in this area. There

L is also evidence that the children in these models are held to tasks beyond

their interest or ability level. A few excerpts give the flavor of their

pencil, and cheer-
fully accepts the arm twisting of another boy as he goes to get

his apron out of .the bins, belatedly. J. then gets back to work.

behavior:
J. has tired. He slips to the floor and begins to look at
the ceiling and beat the table with his pencil. Helis back
on his chair as Mrs. M. lifts him up and erases his mistakes.
it She gets him going again. He beats E. with his

i

A different child:

. E. fingers his ear and yawns. Mr. K. says, '"Look,"

. sharply to him, points to the place. E. has done a
problem correctly, but Mr. K. erases it and sends him back
to the previous page. The problem is, 0 + 3 =

3 dogs
He scrubs his head
Yawns, yawns, and

E. gets a troubled and worried look.
with his pencil. Digs at his eyes.
yawns again. His legs are twisted around outside the
chair legs. His finger is in his mouth, and he sucks

it; scratches his arm. He does a problem as Mr. XK. stands
behind -him, and receives a token. He is exhorted to

go on with his work by Mr. K. but he fools and dawdles

as before. Finally he puts in a number, in an anguish

of ‘concern. Mr. K. returns, says it is wrong,

and erases the answers. E. drops his pencil. ()()
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Later:

E. erases his book, picks up the eraser and scribbles

with it, and tries to erase some more. Mr. K. returns

to his chair. E. answers cnrrectly ''zero" to a problem

but draws it the wrong way, and it is erased. He is to

start forming the zero at the top of the circle instead

of the bottom. Three of his answers were erased because the circle .-~
had been made starting at the bottom. He can respond to the §
problems orally, correctly, "Zero plus 3 equals 3." He can

correctly identify the symbol '+" calling it "plus."

<

As was found in obéervations of selected children in Head Start in

the previous year, some of the girls tend to drift or become unchallenged
by the programs before the end of the year. This gituation ié not con-
fined to models of any one type. It is possible that the‘model as éon-
ceived is not well implemented, but it also may be felated to the skill

of the teacher to go beyond the model, and to plan for more chLllenge.

b f

Example: o ) A

Numbers group: M., D., J., C., Ja. at the table. Mrs. N.

is working on the concept of what number combes before and
after the number on the number line. "Two comes after one;

one comes before two." "Zero comes before one; two comes
after," etc. A chart displays the number, children are called
on individually. Ja. is the first one to catch on to the

idea. She stays with it for a few trials, but after a few
minutes she stops answering for the unison responses. She sits
hunched over, hands together and arms outstretched before her,
scrubbing the table slowly.

v

Another illustration:

At the outset, K. is much involved in the lesson. She
sounds out the letters in unison with the others. She is
hunched over the tab1e4 one shoe off, eyes on the teacher.
(asst.) ‘Hands to m0uLh¢ frequently. Eyes on teacher,

but hands or fingers to mouth. After 5 minutes, she be-
gins to lose interest and instead of the intense involve-
ment, she has a glazed look on her face. Still eyes front,
but no longer participating. She scrubs the table with her
hands .outstretched, looks, coughs, hand to mouth.

Question Three:. Are there demonstrable differences between the model

types in overall behavior of the children in the classroom?

The hundreds of pages which recount the Head Start day document busy and
productive hours in the classrooms. Many of the events are funny and un-

expected. Children fight and cry out and hurl verbal .insults at each other.

<1
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But for the most part the records recount orderly progression through the
morning, with the peak point of lunch.

The only rgcords which use the words 'wild beﬁavior,” or which show
bursts of’activity after continued table work are from the preacademic
models. A-few samples read as follows::

"Laughing wildly each time she peeks around the post."
"Much fighting and block throwing at the table, but C.
continues to fold up her drawing.'

"The area is now.in. complete ‘chaos."

'"C. is more restless than the others, wiggling back
and forth in her chair. She. pulls her feet in and out of her
shoes, and glances at the other children.'

"Teacher dismisses the class. M. jumps up from her
chair and runs wildly across tke room. All the rest
of the children are very active, jumping around,
chasing, hitting, laughing." )

"There is no organized activity now. D. and another
boy chase each other around. D. crawls under the
table several times."

"The bell rings at 9:18. As the children enter the
playroom, there is a lot of one-to-one fighting be-
tween the boys. They are tackling each other in a
free for all. Much hand to hand encounter, and
throwing each other to the floor. This outburst of
energy was not noted in previous visits, after a
work period, and may be the result of the long wait
before work books were handed out, or the relative
absence of programming outside of the work books
which seems to characterize this‘-group now that the
former (trained) teacher is gone."

On the other hand, the amount of adult direction of activities and the
rather closely scheduled day may have contributed tofa strengthening of

peer relationships, as a group, in one preacademic model:

8:50. Nothing is happening. The children are play-
ing together at tables. They have finished their
milk. There is a low buzz in the room.
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At this timé, one is struck with the comfortable
socializing among the childrea. They amuse them-
selves with body movements, hand-touching, singing,
conversation, or just watching in an amiable way.
‘It is noteworthy hWow long they will stay at the
tables with nothing to do, manufacturing little
, busynesses. There is a-table by table.cohesive-
; B ness that has grown during the year. :

With observations in only two classrooms to use as the basis for
these statements regarding preacademic models, they obviously require further
} .

study.

~uestion Four. Are there differences between the model types in the

amount of verbal support or verbal non-support given by the teachers-and

aides to the children?

Some statements made by the teachers and aides recorded in the case

-

records are outstanding in the degree of support or non-support they give

to the chiidren; Vocal inflections or facidl expréssions are not preserved;
however, in most instances Ehé words speak for themselves in setting the tone
of particular sitﬁations. ”

‘For examp1e£ ‘

Barry (getting ready to go on a field trip) puts on
his coat and hat and walks around the room whistling.
The teacher says, 'l hear someone whistling." Kim
answers, '"It's Barry." The teacher responds, 'Oh, I
like to hear people whistling." )

The teacher says,.''Look, children, Betty found her
own, box; isn't that wonderful?" (Most children can
‘find their own names but need help in finding the
boxes). Betty is smiling as she goes:to her table.

All during the story Roger sits quietly looking at
either :the pictures or the teacher's face. VWhen it
was time to go to lunch, the- teacher said, 'Roger,
- you've been such a good listener, you may go wash
-and be the boys' leader.'" Roger quickly gets up
‘and runs to the bathroom; he quickly washes and re-
".turns to head the line, smiling broadly.

N T - : : !
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Young children appear to rely strongl& on adult evaluation of their
performance. Research (Allen 1906, Aublé,.1953,'Herm9n, 1965, Kennedy,1965,

and Willcutt, 1965) has shown that verbal supportive statements made by an

adult are more effective than non-supporflve comments both in increasing
the incidence of ‘the supported behaviéf*and extending thg>amount of time

a child will remain work}ng at supported tasks.

Subpqrtive statements seem to have a pbsitive‘effect not only on the
child to whoﬁ they, aré addressed but also.on nearby children who hear them.
In the foregoing examples, the te;cherfs'supportive.stafement
not only m;de a pérticulap chilq smile ahd.péfhaps'feél good about himself
forjthe moment but also reinforced that child to behave and encouraged
other children toward behaviors and ta;ks désired by the teacher.

Conversely, npn-vérbal support may have the opposite effect and may

cause negative feelings of self to develop and can adversely affect other

~

v o :
children., 'Examples of statements jucdged non-supportive:

Teacher, ﬁJoé, your lunch is all in your-lunéh apron.
You didn't eat anything." A: Joe returns his lunch
tray,. the teacher says, "Carry your tray properly."
(He spilled the silverware off the tray.) ''Come on,
_  Joe, what's wrong with you, huh?"

The teacher has asked.all the children to sit down in
their chairs. Bob does not immediately sit down but o
stands talking to another boy.” Both boys laugh. The -
teacher says, "Bob, turn around and sit down right

now; you're alwvays the last one." He sits down very
straight, brow is furrowed, lips are slightly parted;

he seems confused with a blanﬂ look on his face; he

looks down at the floor and doesn't respond E%‘any
"of the directed activities.

At work time today Jacky has no book. She is given 3
lined paper ‘and is working:on her lettérs. She care-
fully prints, using two spaces for the capital letters;
Jac...Jacque...She stands and looks at the work of the

, others, .Back té her printing again’. I (the observer)
say to her, "Have you finished you? book?" The aide
replies3for Jacky, "She's finished hers,.but she can't
read."” : - ' )
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By sorting adult statements into two extremes, support and non-support-
ive categories, some generalizations can be made according to model cype.

It is difficult to determine whether supportive versus non-supportive verbali-

zations are a function of the real differences in the models or a function
df-individual teaching styles. However, in the Planned Variations observed,
some trends in thg frequenéy of supportive andunon-sﬁpportive verbal statements
of the téachers and aides can be noted. he raw data éppear as Figuré 1,
Criteria by which statementé‘were placed/in_tﬁe two categories are listed

in Appendix E.

Discovery Models
The mean number of'sﬁpportive statements made to the children in the

discovery models was just slightly ﬁigher than the mean number of non-

supportive statements made to them.

Cognitive-~Discovery Models

The mean number of supportive statements made to the children in the
N
cognitive-discovery models was three times greater than the mean number of
non-supportive statements made to them. Supportive statements, however,

occurred only half as often’in the spring as in the fall.

Academic Models

1

The mean number of non-supportive statements made to the children

~in the academic models was almost four times greater, than the mean number

" of supportive statements made to them.
Pz .

Enabler Models

The mean number of non-supportive séatements made to the children in
the enabler models was three times greater than the mean number of supportive

statements made to them.
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Summary: . . ' ' "

There are large differences between the model types in the mean

i

number of supportive and non-supportive statements made by the teachers

and aides. fhe adults in cognitive-discovery models use miany more

supportive statements than those in the other models. The frequency,
however, is markedly reduced/by spring. Since these findings are

based on a limited number of classrooms, further study is needed.

RIC %8
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Figure 1

Frequency of Supportive and Non-Supportive
Adult Statements by Model Type

ACADEMIC (2)

SUP.

DISCOVERY (2)

© NON-SUP SUP NON-SUP ‘
7 26" 9 7

.3 9 10 11

‘6 23 8 . "6

16 58 27 24
8 29 135 12

.

CONSULTANT_(2)_ __

.'; N ‘
COGNITIVE-DISCQUERY._(6) .

SUR, NON-SUP SUP. NON-SUP
7 15 74 23
3 4 38 8
1 11 36 21
11 30 148 52
5.5 15 26,7 * 8.7




Chapter III

CHILDREN AND ADULTS: INTERPRETATIONS FROM OBSERVATION

From an observer's'_perspective', a child's experiences,aqd development during
the program year in Head Start Planned Variations are greatly infldenced by his
relationships with the other important people in his life -- his parents, his“‘
teacher §nd aide, and ‘his classmates. Resogrces available to him i)n the'class-
room and in the pature of program experience have an 1mpac§:.‘ Finally, his own
personal style - what He brings to Head: Start - affects how he will be seen at
the end of the yea.r. This section is a consensus of observer ‘intgrprét.atic;r‘is

about the children, their relationships and experiences.

Method of Analyses

" Fifteen observers developed case records for’il46 g:hildrén at 13 Head Start

’

Planned Va"riat_:‘ion sites. (Chaptér I moré fully describes the sample and c:ase
record development.,) Observers were asked to derive re,cur‘ring patterns o:f\. be-

P ’ ' Lt
havior from the observational data for each child for each of the three visits.

These recurring patterns reveal the behaqural style of a child as he interacts

with his world. By displaying a child's recurring patterns of behavior én a grid
!

(Figure 2) it ié;_,,..p'gssible to note changes and develop{nent in a child's -b‘,'ehavio_ral

style. C , ) o

. . s
Year end summaries for each child were prepared by observers focusi’ng parti-

!

- . !
cularly on the child's functioning in relation to interpersonal behavior, with
' i
peers and adults, emotional expression, and task involvement, For approximately
one-half of the summaries, impressions derived from pareht interviews plvere

B
~ 5,

“included.
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Figure 2

RECURRING BEHAVIORAL PATTERNS

Cindy

FALL VISIT

WINTER VISIT

SPRING VISIT

2.
3.
4

H.

Refuses to let another child
into cubicle.

Ignores teacher's request.

Holds another child's hand.
Makes special effort to hold
adult's hand.

Holds adult's hand while physic-
ally active (running, dancing).
Lets herself be comforted by
another child,

Roughhouses playfully with

another child. .
Laughs, runs spontaneously.

1.
2.

Looks as if about to cry.
Playful with teacher.

Sticks to own activity in de-
fiance of adult pressure,
Continues solitary activity for
several minutes.

Plays aggressively with peer
(hitting).

Roughhouses with peers.
Initiates conversation with
stranger (me). )
Physically affectionate with
peers (patting, pulling into
lap). : o .
Physically aggressive toward
peers. o

Engages in physical play swn@u
element of 'danger." o
Cbeys adult instruction,
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Three project members independently reviewed the recurring patterns of behavior
and year-enq ;ummary for e;cb child.* Individual case records were also available
for:reference. After this review, the project members met to share intérpretations.

of the data. Anecdotes from case records and observer statements are used for

~

illustrative purposes.

Individual Differences

At the beginning of the year the children vary in their "readiness" for the
Head Start experience. Some arrive in the class foom with interpersonal skills
and intellectual and emotional development which allows for immediate participation

and involvement. A few, as Charlotte, contributed as resources to their classmates.

From observer summaries: -

2

* Charlotte started the year mcre like a lead Start grad
than a child new to school., When first observed, she _
knew the words to the songs, the movements to the dances,
and the rules of the games, etc. What Charlotte did not
already know she was quick to pick up. She adapted to
the daily routine, and was able to read the cues for
activity change. - She would lead the group in chants or
activities, often dictating the game she wanted to play.
Charlotte was and still is the first to respond to
teacher's questions, always with the correct answers.,
Her cognitive skills surpass her peers.

At. the beginning of the year Alan appeared to be ahead
of all his classmates in physical development, size,
and verbal skills. He used complete sentences and de-
scriptive words. His verbal skill seemed to be used

as a tool to gain recognition from adults, engaging them
in one to one conversations.

Less 'ready" children were characterized by observers as follows:

At the commencement of school, Ida cried easily. She B
played and worked alone. Because of her petite s.ze,

she was picked on by the largeér children, who stole

her toys. Ida was poorly coordinated and had diffi-

culty eating her meals because she could not handle

]

*Dr. Laura L. Dittmann, Dr, David G. Kyle and Dr. Garry McDaniels.
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the silverware. 'She spoke indistinctly. Ida sucked
her thumb frequently. Often she stuck her tongue

out of the side of her mouth. During all class
activities she was the last to finish - except in
cases where she could not complete the tasks at all.
Ida usually could not understand nor follow direc-
tions. Her attention span was short and she

squirmed constantly, i o _ s

Dick's early behavior was characterized by passivity ’
and withdrawal from the group, and constant finger
sucking.” Parallel play for Dick consisted primarily"
of efforts to protect what he was doing and complete

disinterest in the activity going on around him.

- George has changed! He was a scared chicken in
September, rarely moving about the room, or making
himself noticed, hardly talking or interacting with
others; he observed but remained uninvolved, By
mid-year, this '"gloomy looking,' '"sad," child seemed °
more involved, smiling more frequently, though he
still spent great lengths of time with singlé pieces
of equipment, .

.

Role Learning: Patterns of Behavior

A. Student-gr0up member roles

The children generally accept.and follow institutional routines such as the
cleah-up, set-up, opening and closing routines. Even in'the‘early part of the

year, many children are developing a style to get what they want~in the school
] . S T .
setting, -a style shaped by the expectations of aides and teachers. Hand raising
and waiting for the teacher are behaviors displéyéd Bylé few "playing-the—sqhoolh

game! aware children. almost from the start of séssions} Anecdotes from fall and

- 3 : ’ - . . . - s
winter visits in the record of one child give clues to both the process and the

"

role performance.

Cct. 5, 1970 - 9:15: The ctiildren had arrived a few '
minutes prior to the arrival of the observers, and ‘ '
were just beginning to spread themselves out in the

room. Most of the children went first to the book

rack took.a book and sat on the rug. The teacher

came over and sat down arid began to 51ng "Where is

' ?" naming each child in turn. Each

child said, "Here I am,' when his name was’-called.

;
/
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When the teacher sdng, "Where is A.?'" he said
: .softly, "Herxe." She asked, "Are you ready for
: breakfast?" “A. nodded his head. The teacher
g said, "Take a chair," and A. walked dver to one
of the tables which had been previously set up.
A. ate his vitamin tablet, and then drank his
milk.... The onlv words A. spoke during the en®
- ] tire time he was eating were to respond to the
. teacher when she ‘asked another child where the
v ~ tiger had been seen - 'l saw a tiger - in the zoo."

Jan. 27, 1971 - 9:00: 'Miss S. began to sing "Good morning
to you,' and all the children gathered round her and sang
- with her. She then asked A. to call the roll., .He took
the cards on which were each child's name and picture, and
as he called each child's name and received a response he

the card went onto the hook in the Absent category. He

hung the card on a separate hook. If the child was absent,

called names resolutely and clearly, and hung the cards on

their appropriate hooks with no hesitation.

9:15: DBreakfast was recady. The'children all went to the
tables and proceeded to eat a sandwich and cereal and
drink juice and milk. A, ‘started his sandwich. Then he
put it aside to-begin his ‘cereal. -Miss.§. said, "A., did
you finish your sandwich?" He shook his head. She said,
"Finish your sandwich." He took another bite. Then he
asked for some orange' juice. He was told by the aide to
také his glass to the bathroom to rinse it first. He
promptly went to the bathroom, rinsed his cup, returned
and the aide filled it with orange juice.

Oné of the children said the can had' pictures of oranges
on it. The aide said; "Count them.' A. counted as she
pointed to the oranges, "one, two, three, four, five," and
grinned. :

1

After he had finished his cereal and drunk his juice, he
gathered up the empty.cartons and place mat and deposited
them - including the unfinished sandwich - in the trash.

Dy the second visit, observer reports commonly note that the children are

generating their own institutionally appropriate routines. At the beginning of

. the year, for example, if the teacher calls the children ino a group to open the

Head Start Day and then must briefly leave them or needs to focus her attention

on a single child, the children commonly wander around, play noisily, or just lie

)

on the floor., By the second and.third visits, the patterns had shifted to quiet
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play, looking at books, puzzles or magazines. Often, children even anticipated

these "dead~times" by taking along a puzzle or bookl- just in case. The extent

to which children can adopt and generate apploprlate routines is amuqlngly illus-

trated in the follow1ng anecdote: \

There is~a long delay in getting the morning underway. )
JTeachers are busy with some administrative details. '
The children have their milk at-8:30, but by 9 o'clock
they are still sitting and waiting. They begin to. amuse
themselves, talking, singing, touching each other. At

" Kathy's table, they join hands, "make a bridge.' They are

" admonished for singing and talking too loud, but stop only
briefly, to begin again. This cycle is repeated. The
teachers still do not move ‘to get the pledge to the flag,

- song, and other openlng activities.started. At 9:10, the
children at Kathy's table get: to their feet, stand cor-
rectly,. and swing into the Pledge 'of Alleglance to the
flag, and the song (50 Stars on a Field of Blue) without
any prompting or help from the teachers. Usually, the
teachers spend about 6 minutes getting everyone lined up
properly. Today, at the instigation of the children at
one table, everyone in 'the room part1c1pates lustily.

The teachers, in some amazcment proceed with handing out
the workbooks. ' ¢ :

’ 7

There are many subtléties.iﬁ&blved in the communication of expectations and

the learning of the student role, A child must be alert to both the adults' de-

i

finition of desired behavior .and also the cues of approval or displeasure. In

LS

May children are still involved in this process.

-

May 4, 1971 - J. calls out: "Mrs. N., E. has a book." : .
She comes to take it from the boy. J. raises his arm .
as if to strike E., but Mrs. N.'s turned head stops

him in mid-air.. (He checks her face before lifting .
his arm.) : ' o

Milk is served, and he-drinks his portion in large
‘gulps.. He finishes the half pint before the others
at his table. He checks Mrs. N.'s face, she says,
"Good" and he puts his carton into the trash can.
He takes a book from the s%elf as he returns to his
. table and studles hlS way through the. pages.
Max 7, 1971 - P., who had been sitting on the floor,
got up saying M"L'm a monster," and emitting a growl,
‘holding his arms‘straight out from his body and his
forearms up at a right angle. "I'm a monster,' he
repeated, walking in that fashion toward the jungle
gym.
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A plank was leaning against one of the bars of the gym.
"Is that safe?" Mr. B. asked as a child started walk-
ing up the plank. No one responded. P. started up the
plank. '"Get down, P.," Mr. B. said. P. got off, looked
up at Mr. B. and went back to the corner where he had
been playing. '

,Children expérience conflicting expectations adults have for the role of
l "
being a pupil, even within a single classroom. In terms of the exercise of ini-

tiative, there are times when the adults want children to direct their own activi-

ties. At other times this is discouraged. i

Again thic morning there is a long delay in getting the
program started. James has been amusing himself with
the books he sneaks off the shelf, near his chair. He
tries to take the Sears catalogue to his table, but the
teacher's aide returns it., - Whereas$ at certain times of
day, children are encouraged to look at books, at the

time before opening exercises, no one is supposed to do
anything. ‘ ;

i
!

B. Learning of adult roles

. : [ .
Modeling of adult roles and fantasy play related to adult activities were

'

dbservedvin many, but not all, of the children. Incidents of aduit role modeling
incrgased through the . course of the‘year. Adult role play aqd the form of expres-
sion appeared to be related to several factors.

Available equipment and -program expectations had an impact'on the amount and
nature of adult modeling noted. Some observers noted an.efforﬁ on the part of the
staﬁf to have fireman's helmet, police hat, doctor's and nurse's uniforms, etc.,
avafiabie and coordinated with field trips. Other centers were stocked with the
home and family props, construction toys and varioﬁs vehicles. 4s time went on,
the children increasingly enacted adult roles within the limits of the éenter's

equipment.

There.appeared to be differential encouragement of roles. Three levels of

encouragement can be described as follows:
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. Madeline has appeared like the typ1ca1 "deprived child.
: While there are changes in nuch of her behavior, she
‘hardly seems prepared for a new school experience.
Madeline no longer cries when she enters the classroom;
she now joins the or-going activities. . . . She is not .
independent or self-initiating. When first observed, '
. Madeline sat quietly observing thie activity of others,
- but was unable to work any puzzles without the constant
attention of an adult. At the:year's end, she can work
the simplest 9-14 piece puzzles; taking great pride in
her accomplishments., '
ok ow ok K ok k ok ok

The scope of Bobby's progress is readily apparent by
his behavioral change over the seven month period from
+ October to May. His behavior during the first visit was
' characterized by a '"quiet restlessness,' i. e., he squirmed,
crawled and draped himself arouhd his chair. . . , he often
appeared to te ignoring the teacher in small group lessons. . e

The change from January to May was most conspicuous,
, Bobby seemed to be a model of socialization. He responded
- well to both children and adults, and was intensely in-
volved in the activities of the group. He was able to
accept mishaps and failures without emotional reaction.
Bobby was highly dttentive to directions from the teacher
and he modeled much of her behavior in work tasks.

Exceptions to-this trend were noted in the behavior of certain children. In
a few casee, childrcn had exhibited a high degree of attending behavior and task .

involvement at the time of the fa11=visit, Most 11ke1y, they were regarded b§ the
. ) _ ]

teacher and observer,as among the "top students" in the classroom. Over the year,

.their overall task involvement remained high in relation to other students, but
) o L . , . ‘

there seemed to have been little change or some decrease in involvement in specific

activities. 'Jane, cited on page 27,is an example of such a child.

. Fromi a different center an observer summarizes:

_Overall -Alan has grown in the interpersonal area
. in that he now interacts with both-.peers and adults
. ‘at a more mature level. It is not as easy to see
'0 ‘ . . the same degree of gain in the intellectual area.
5 . These activities are much ti2 same as they were early '
. in the year. S§till, he can be considered to be one of

L%
‘the "top" pupils when compared with the total group.

FullText Provided by ERIC . . v




For other children the possibility of problems not related to the classroom,

such as illness or family disruption, may b2 rzlated to a decrease in task in-

volvement as well as to other areas of the child's functioning.

During the first visit Kathy related well to both peers /
. and adults. She especially seemed to enjoy free play
" time and would most alwvays be taking an active part.
_ " During the second visit Kathy was apathetic and markedly
- : less responsive. During this time there had been a S
change in her family unit. By the last visit Kathy was
‘again active and interested to even a greater degree than
during the first visit. Kathy.was able to concentrate and
complete assigned program tasks with pleasure.. She initiated
activities with other childven and often was a leader . . .
" ' Her ability to ask questions had improved. . She was usually .
smiling and often laughed loudly. . <

v
L

Attention span cannot be con51dered only in terms of the\quantlty of time

{

spent at a task. To simply measure the length of time e.apsed eliminates important
'qualitative distinctions. Repeated observation of the same child suggests that

continuation at a task can have several meanings. For example, what appears to- be

s

perseverance may actually be perseveration, a repetitive type of behavicr which a:

childiuses-to defend against fear and confusion.,. This behavior can amount to a

s .« . Ll

) withdrawal.

Ruby has been in the "quiet area' for ten minutes. .She
still has, the wooden seguin- type form board with pictures
of cars and -animals in front of her. - She has successfully

. ) fitted the pleces for the fourth time. Mrs. P., the aide,
.asks, "Would you like .a different one?" Ruby stares blankly
‘at Mrs. P., turns slightly away and dumps’ out the 'trucks and
animals for a fifth run through

A different type .of attendlng behavxor involves the consolidation and/or

oo . T
., )

elaboration of experiences initiated by the Head Start personnel. Children may

with which 'th‘\ey had previously worked with the help of an adult. The following’

i A R . . . - : Lo
anecdote is a striking example of perseverance in consolidation and elaboration of

.. n o
an activity. :

-
<

a8 - ' '

Y work for a considerable time at a series of matching games (pictures, colors, shapes
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When the class was asked by Mrs. S., "Who wants to play
with the dairy farm?" Manuel, with bright eyes and
frantically waving his hand, responded, 'Me, Me!'' Mrs.

S.; '"Didn't you have a turn yesterday?" Manuel answered,
still .bouncing, "Yes, but I wanta!" yith Mrs. S.'s con-
sent, Manuel went immediately to the toy dairy barn and
began to attempt to '"hook up" the cows to the milking
machine. The cows were quite small and the teets on their
udders were about the size of the tip of a lead pencil.
Manuel had considerable difficulty fitting the cups of the
wilking machine to the teets. He would get the cups attach-
ed and then they would fall off. Manuel would reattach the
cup saying, "They gotta go on to milk them." About five
minutes were required for the "hook up.'" Manuel then ver-
balized and indicated with-his finger the route of the
milk from cow's udder to storage tank. Then, "Now we
gotta put it in the milk truck! Andy, bring the truck!'"
reaching toward the tank truck Andy was pushing.,

For twenty minutes Manuel was the dairy man, milking cows,
storing milk, delivering milk, hauling hay, feeding cows
and herding cows with verbal explanation. During this
time several other “farm hands" had come and gone. Mrs. S
remarked ‘that Mznuel certainly enjoyed the toy farm since
they came back from the field trip to a real dairy farm.

This type of attending, which may be related to the specific program objectives

of modelers, was not observed in each model.

Dependent - Independent Patterns of Behavior

Most of the children.§howed;éﬁéﬁgé in their dependent-indepen&ent patterns of

behavior. Dependent behaviors can be seen as expressive of the need for emotional

support, or of an appropriate request for assistangf in-a task or situation. Over
tﬁe year, the'reCQFQS show that emotional dependénée decreased, while instrumental
depepdence increaééd. Inciaeﬁts'of emotional dependence sdch as clinéing}to"adults,
sitting on laps or finding ahposition ph&sically close to adults clearly reduced
from ‘visit to visit.

Incidents of asking for ‘help or ;nformation which would énable

" a child to carry on by himself increased. For example, during the first visit the

~

following is recorded: . -
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9.:30 Cereal boxes, *overed and sealed with aluminum
foil, are on the tables; there is a '"pull" tab and

all qhildren, with. the erception of Sharon get:the
boxes open. While several children begin eating,

Sharon continues to’ quietly, slowly pull at the

sealed box. An aide asks the group as a whole if ‘
anyone needs help. Sharon neither responds verbaliy
nor looks up (15 minutes pass). She continues, first
looking at the box, then pulling at various parts of
the cover. The aide comes to Sharon's table and says,
"Sharon, can I help you?" Sharon does not look up,

but quietly says, ''Yes." The box is not moved by |
Sharon; the aide reaches over and picks it up and 1
opens it. '

In contrast, on-a later visit Sharon freely asks for help when faced with a
problem requiring adult assistance.

The children have gathered on the rug at the begin-
ning of the session. Sharon has a puzzled or per-
plexed appearance, She has apparently discovered
something in her mouth. After a few moments she gets
up, walks to Miss T. and says, "Look at my mouth!"

As she speaks she opens her mouth and points. DMiss' T.
replies, "I see a white spavkle where a new tooth is
coming in." At this point the teacher smiled. (This
seemed to provide both a signal for relief and happi-
. ness to Sharon.) Sharon moved quickly to the mirror,
' looked into her mouth, smiled and returned to the
group. ‘

Corsiderable evidence was found in observer records from visits in the
: vinter and spring to indicate that children were learning to utilize the assistance

of adults in appropriate.acpendent ways.,

Expression of Feelings

The Head Start”Centers clearly accepted and supported the development and

expression of a wide range'of emotions. During the initial visits, records showed
B . ) . .

children responding in a relatively rarrow range of affect. Fearful responses
L with crying and withdrawal appeared most frequently in the early part of the year.

. Later, bursts of anger and "temper tantrums" decreased. Vague humor and what

o)

3

appeared .as "silliness" not clearly related to any particular situation or event
becave more focused. By éhefspring visit, the range of emotions expressed in-

cluded affection, humor, anger, gaiety, enthusiasm, concern and sadness.

Full Tt Provided by ERIC.
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Emotions became increasingly appropriate to the reality of the situations
within which' they were expressed. In interaction with a single classmate a child

might shout angrily whe‘p his block tower was knocked down; laugh joyfully as he

"~ hugged another; and show corcern when his friend stumbled and fell. With adultsf,

children might ask for help when pérplexed ‘by a difficult form board; smile when
help was given; and express enthusiasm for the activity upon success. Summary

statements reflect the nature of these changes: <

« + o Emotionally, Bruce is better able to-control his anger and energy
level and appears to have a higher threshold of frustration. '

."+« « Bruce now seems able to more easily demonstrate overtly his affec-
tion to the teacher, although he still seems guarded in this behavior,

. . . Susie now seems freer in expressing feelings - she is quite affec-
tionate toward peers, and shows a fondness for all of the teachers. She
is more responsive to the total situation, showing excitement when the.
teacher announces a group activity, fighting with a peer when any attempt
is mede to disrupt activity or remove her work., She laughs frequently
(at appropriate times), and her eyes twinkle when she is excited - this
primarily when she's interacting with peers.

. « . The teacher has described Perri as ''very outgoing, affectionate,
intelligent, and aware of how others, including the teacher, feel about
him - he's very sensitive." Perri has become more demonstrably afféc-
tiornate in his relationships with significant others, particularly the
teacher, whom he occasionally seeks for comfort.

. +» » Emotional development was marked by a. change from much behavior
directed toward gaining security from others, such as special efforts
to hold someone's hand and receiving comfort, to greater autonomy in
pursuing solitary activities as well as the capacity to take mild risks
in physical play. At the beginning of the year, Cindy ignored the
adults except to seek security; by mid-year, her interaction was more
playful and by the end of the year, she seemed comfortable both in
initiating conversation and following instructions.

. « . Barry gained greatly -in emotional con)trol by .the.last visit, '
cvidenced by less aggressive behavior toward pecrs, shown when he
patted a crying child on the shoulder saying, "I didn't mean to - I'm
sorry.'" He still shows a great deal of exhuberance, but it is more
directed and less random than before. )

e » o During the first visit, Betty smiled infreqtiently and several’
times looked as if shé might cry, especially when strongly urged to do
something, By the last visit, she was smiling and laughing with no
signs of tears. She remains quiét but there has been great change in
her emotional responses in a positive way.

41




- 37 - '//
The Children's Parents ; /

Approximately 50% of the i)arent:s of our Head Start://st:udem: sample were inter-

| s . &

viewed. Staff members were uniform in noting the replarkable requirements life

,r

' . / ' .
makes on these parents, yet they survive, keep thg/household going, get the kids

’

off to the centers, attend cla;éses or maintain’,jﬁobs and still find eneréy-enougl} i

I
to contribute to the running_,’of the Head Start centers.

s

'

Most parents were en,t:imsiast:ic about their children's participation in Head

s

! ‘
Start, although a few expressed reservation. Parents generally seemed optimistic .
- : . - ; : N )
ahout the chances of/,t:'he child receiving benefits from the’program although -some %

N .

'

were vague in their understanding of objectives.  They often mentioned learning,

illustrated by their child's being able to identify his or her name or by knowing"
the numbers. Parents often cited their new appreciation of the need for them to i
‘respond to 'childFen's verbal behavior. One parent reported, ''She keeps talking all

the time. I used.to tell her to hush up. Now I know to talk to her."

3

1

. Parents frequently noted change in the area of social behavior. ''She gets

along better with her brother and sister."-'"He doesn't get in fight.s." In dis-

cussing the changes that had occurred, Mrs. Chavet noted an improvement in the

way Sally interécted with both her brother and cousins, and the mother herself.

The;'e had been a decrease in fighting among the children with much less compiaiﬁ;;:

i»ng to the mot:hér by Sally When asked.if.there were other ‘changes in the way S

Sally related to her, Mrs. Chavet said, "She asks me questions." The interview

.

-

coutinues; E
Interviewer: 'She didn't ask you questions before?"
Mrs. Chavet:; "Only if she wanted me to do something for her."

' .
- Interviewer: "How has this changed"
: o b,

Mrs. Chavet: '"Now she wants to know how things work and why things work the way
they do. She follows me around ‘all the time asking 'How?' and 'Why?',
'"How?' and 'Why?! ! " : :




Head Start children do not leave the Head Start experiences at the door of

the schoolroom. They take Head Start howe with.them and help their parents to

become responsive to their needs.

PAFulToxt Provided by ERIC
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CHAPTER IV

STATISTICAL SUMMARY OF RECORDS °

s
.

Most researchers in child devzlopment agree th%t case records are a

rich source of information. The case record has beén”a basic clinical

tool in assessing the functioning and chénge_in functioning in individuals
L . ’
for years, Additionally, the case record may be the only currently avail-

53

able tool for documenting complex aspects of human behavior. Unfortunately,
few techniques have bee; developed for organizing and summarizing thesc
instruments. A secondary purpose of this study was to attempt such a
task.

The case method used in the Maryland reports has certain character-
i.stics which are important to note. .Fifst, the case relies on anecdotal

t

material rather than more delineating categorical systems, of oéher
nafuralistic methods. Behavior which may go‘unrecogniéed in category
sysgems has a chance to.emerge.’

Secondly, data are not recorded within the frémework"of.psyéhological
theories but rather ‘are recorded objectively by describing beh;;ior in
everyday laﬁguage. In ;hisiwaf, unanalyzed, theoré;ically neutral data“

- are provided that ca; be used for many purposés. A further!value of the
caée record lijes in its ;bility'to ;uggest relationships which.may not

have been anticipated in an experimentally controlled eavironment. (Many

of Eﬁe findings in Chapters II and III could not have been anticipated.)

* ]

¢
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Through Qbservation of chai;iﬁg of eventé; hypotheses can be derivea,
modified, ;ested and refinéd. In theory the case record method appears '
very useful in obtaining descriptions of the quality, intensity andhfre-
quency of behavior.for all kinds of si;uations and populations,

All of these characteristics make the case record'wéll suited to the
topic of the child's iﬁteractive?atylé with the enviroﬁment (adults, peers,
objects).

The Research Question

A primary expectation for Hea; Start is that the children willzdevelop
a more positive, healthy, productive interactive style durgng this experi-
)euce. . Therefore, the records were examined fpr evidence of changé in the
“child's interactive style between fall and Spring.' The progress of indi-
vidual children was illustr;ted in ‘the first chapters:

| Thé fact’ that a child's int;ractive style is difficult to study,

except in an ldeographic study, has not reduced its importance to theorists.
Cottrell (1942), Sears (1951) and'SchuEz (1960) have st;gssed the imporf-
. ance of 1nteractive modes af beﬁavior learned in childﬁood in éheir |
theoretical‘formdlations concerning the development ofiadult in#e;act;ve

style. Cottrell (1942) specificgily noted the tendency of interdctive

sequences learned early in life to ﬁersist into adulthood. Case ‘Records

have~§een used to document human interactions. Fawl (1963) used case

+
.

records to identify disruptions of behavior and blockage of goals that

1

bfought on behavioral reactions accompanied-by negative effects. In this

way. he was able to plot the distributions and intensities of disturbances

in the ongoing behavior of children that were evoked by objects, events;
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and people in their environments. Schoggen (1963) identified what he termed

Yenvironmental force units' which were occurrences of action initiated upon

;

v the child, directed toward some end, of which the child was aware. Dyck

(1965) studied the social interactions of children. Using the case reco:és{

A

he was able to obtain the amount of social interdction taking place between

children and .various associates,

Cther examples of studies using the case‘record as a primary data
source are noted by Barker (1963). Various case record styles have been
described by Prescott (1957); Per#ins (19692; Barker and Wright‘(1951);
Barker, Wright, Barker and Schoggen (1961); and Bagker (1964).

EValuation of Change

0

As noted in the_intrdductory chapter, the ‘same children were studied

longitudinally at %hree data collection points: fall, winter, spring.
Depending/inipart on the frequency of association, long~£erm observa-
tions can have dr;;bacgs: For instance, changes may occur so gradually théﬁ E 6
awareheﬁs of similarities énd differences in thaVior may be lost or dis-
tortéd.' Heyns and Lippitt (1954) have noted the problems involved in ex-
tendedtapproaéheé in their review of methods -for de5criging‘human inter- s
actions. Raush, Dittmann, and Tayior (1959)‘§l§oiﬁgzgé this problém in
studying chiidren in residential treatment. In terms éf'thé pfesent-study,
éhis problem does nof'appéhr as preésing. Because of tﬁe inﬁervals between
observations, it seems iikely that'cgange;cwould be mo;e apparent.;
Clearly, the study does not focus on what aépects of the Head Start
Péogram produce changes in interactive behavior. Tbe question here is whether .

/// or not these children change in their ordinary interactions with “adults, peers

" and tasks - and if so, along what dimensions,

S o 46
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¢

Althbugh the case record has been a basic clinical tool in assessing
the functioni;g and change of functioning in individuals, summarizing data
across case records, so that general statements about a ;ample can be %hde,
has been done in a few instancés.

In organizing and summarizing our case recoxds, we borrowed heavily from
the work of Raush, Dittmann and Taylor (1959). The process is esséntially
one of displaying the anecdotal materiallon a foﬁr quadrant organiziqg frame-
work. Our organizing frameworks (see Appendix B, T§bles Bl, B2, B3) for inter-
personal behavior are similar to theif; and are based on the theoretical
suggestions of Freedman-and Leary (1951). 1In additién, a framework for

‘organiziqg taskforiented behavior was developed. While the resultiné task-’
oriented framework was used in this study, the findings. of our observers,
"noted earlier, have suggested several additional changes.

Method of Analysis

A random sample of thirty child records was taken from the case record
bagk, This selectién_happened to inciude.two or more representatives from
each of the model types. The records for each child were chronologically
rearrangeq éo that the classification team would'not begin to find trends
which ‘might iQfluence their work. Classification for any one record might
begin with either the fall, winter or spring report, then proceed to another,
not necessarily successive, data collection point, .

An independent classification team* with no direct knowledge of the analysis

procedure, was trained, using cuse records from a previous year. The organizing

'

fraticworks are not easy to use. Even with the illustrative statements

s //
*(Mrs. Frances Hershberger and Miss Marcia Cohen)

£l

@




(See Appendix B), decisions often wegé\fequired as to the proper clasgification(s)
of a sequence; At the end of the first ktwo hours practice, a Scott's (Amidon, 1967)

coefficient was calculated for interrater liability. The coefficient was only

.

.27. An extensive training period was begun.\ Modifications were made. in the

organizing framework. Another test case record\was studied with a resulting inter-

rater reliability of .74. (A higher reliability Would have afforded a greater like-

lihood of finding statistically significant trend;BK

\

No counts of the quadrant

-entries were made until the classification_period'ended.

Ficiings
[ )
7

Tone percentcge of total framework behavior falling in each dimension was cal-

r

cv ated. . A difference score between fall and spring was calculated. Thg percentage

of behavior for each dimension, for each child is presented in Appendii C. The null

hyp~thesis tcsted waé: Z (% Spring - % Fall) = O
N .

The daPa clearly show a change on the part of these children toward morél
positive, friéndly, interpersonal behavior (Table 1). Incidents.of behavior
orgatized under the title of "negative' became less ffequggé. 26.1 percent of the
behavior in the affective diﬁenéion was classified as negative in the fall; in the
§prirg collection, 16.0 pércent fell in the neéative dimension.,

Table 1 |

INTERPERSONAL BEHAVIOR
OF CHILDREN TOWARD THEIR PEERS

Mean Difference Score S.D. S.E. t

10.10 24.9 4,54 2.17%

*Z tailed t-test,. significant at .05 level
One of the expressed objectives of Head;sﬁart is to facilitate the development
of children to become fully functioning human beings. The quélity of a person's
interpersonal ﬁéhavior.is an expression of this broad purpose; The fact tﬁat such

a purpose is being accomplished haé had little prior documentation.

48




" exhibit virtually no negative or hostile behavior in the spring records.

~might suppress the activity level of children and encourége'passivity. The

4l -

Howe&er, this change does not repr;sént the Behavior'of each child.
(Appendix C, Table I C) Of the BO'éhiléren in this sample, ten change less
than 10%, ten chanéed more than 40%.‘ In this' latter gfoup, only one child's
behgvior became more neggtive;' This withi; group”vérfénce'shows that positive
chénge is accounted for by about one-third 6% Ehe sample.

A small change occurs En‘the data representing the:interperségal behavior

of children towards adults. 10.3 percent of the behavior classified was in

the negative domain at the beginning of the year; 9.9 percent was in this ..

dor:ain in the spring records. This change,is not statistically significant

at the usdal level of testing (Table 2)

Table 2

INTERPERSONAL BEHAVIOR
OF CHILDREN TOWARD ADULTS*

Mean Difference Score S.D. S.E. t

+.41% ©20.1  3.96 .163

The level of negative behavior toward adults documented in this study may

be a useful statistic for comparison studies: More than half of the children
‘Some concern has been expressed that continued Head Start experience

findings from these summaries clearly indicate that the activity level of

children is not suppressed by the Head Sﬁart experience. The only change
suggestgd by this sample is thét the children become more active in their :
behavior toward adults (Table 4), while maintaining about the.same level

of activity toward peers (Table 3).

*The Simple Data Description program of the Health Sciences Computing
Facility,.UCLA, was used for all computations. The mean difference
score is.the mean of the change-from Fall to Spring. All scores were
in the form of percentages. Computer Science facilities at the University
of Maryland were used‘for processing these data. L
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documentation procedures such as skill tests or trait measures fall in
I

the nomothetic tradition. The exclusive use of one methodology limits

the rahge of questions which can be .examined in comprehensive eQaluation.
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_ Dév;d Kyle, Ed.D.
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APPENDIX B

ORGANIZATIONAL FRAMEWORKS

Dimensiﬁonn for Organizing® Des'criptiorxa of the -

Interpersounal Behavior of one Child toward -
Mults

-

Dimensions for Organizing Doscriptions of tho
Iaterpersonal Bahavior of ons d\ﬂd toward
Pagre . . :

~J

Dinension for Orgenizing Descriptions of tbe
Child's Task-related Style

N

"y
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APPENDIX C

DATA \

Affectional Dimension Datn.
Percent of Hostile Behavior towards Pecrs

Acﬁivit:y Dimension Data
Parcent of Active Bahavior towards Peers

Activity Dimension Data

‘Porcent of Active Behavior towards Adults

Affectional Dimension Data
. Percent of Kestile Behavior towards Adults

Tesk Dimension Data
Parcent of Bahavior in Negative Domain
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TABLE 1C
t
AYFECTIONAL DIMENSION DA?‘A )
PERCENT OF NEGATIVE BREHAVIOR TOWARDS PEERS
§

Subject Percent Fall Percent Spring “ Difference
101 00.0 04,7 -04.,7
102 20.0 20.7 -00.7
103 04.5 03.9 -04.4

< 104 56.3 25,0 +31,3
105 00.0 . 06.6 -06.6
106 50.0. 20,0 +30.0
107 00.0 00.0 00.0
108 22.2 00.0 +22.2

. 109 00.0 00.0 - 00.0
110 50.0 31.2 +18.8
111 50.0 53.8 -03.8
112 14,2 66.6 52.4
113 22.2 39.1 -16.9
114 60.0 00.0 +60.0
. 115 00.0 00.0 00.0
116 00,0 11.1 -11.1
117 50.0 29.3 +20,8
118 15.0 00.0 +15.0
119 00.0 00.0 00.0
120 00.0 00.0 00.0
121 33.3 16.6 - +16,7
122 15.0 00.0 +15.0
123 40,0 00.0 +0.0
124 - 37.5 50.0 -12.5
125~ 27.2 37.5 ~10.3
126 30.7 21.4 +09.3
127 75.0 27,7 . +47.3
128 . 50.0 00.0 +50,0
129 00,0 - 15.0 -15.0
130 58.3 ) 00.0 +58: 3




TABLE 2%
Acrlv/&v DIMENSION DATA _

PERCENI‘ )3 AC’ﬁVB BEHAVIOR TOWARDS PEERS - - -

Subject ' Parcent Fall - Percent Spring Differencs -

101 . .50.0 : 95.2 +45.2
t102 . 80.0 65.8 -14.2
103 58.3 " 56.2 -01.9 :
; 104 62.5 / 35.7 ~26.8
' 105 42,8 53.3 +10.5
106 . 100,0 70.0 -30.0
107 . 100.0 . 50,0 -50.0
108 - ; 88.8 x T 86.9 o -01.9
109 75.0 80.0 - +05.0
110 , 20.0 | . 68.7 +48.7
111 . 66.6 50.0° -16.6
112 78.5 83.3 +14.8
113 50.0 39.1 | © 10 ,
114 60.0 o 83.3 +23.3
116 1 00.0 . $5.5 +55.5
117 88.8 83.3 ' -04,5
118 40.0 66.6 | +26.6
119 50.0 50.0 00.0
120 50.0 00.0 -50.0
121 bh .4, 16.6 -27.8
122 89.4 100.0 . +10,6
124 62.5 50.0 -12.5
125 75.0 75.0 00.0
126 61.5 57.1 -04.4
127 75.0 7.7 +02.7 J
128 © 50,0 100,0 +50.0
129 87.5 85,0 -02,5 -
130 100.0 55.5 -45.5




-

" ACTIVITY DIMERSIOM DATA

PERCEYT OF ACTLVE BERAVIOR TOWARDS ADULTS

Porcent ?911

gubject .Percent Spring Difference
101 22.7 +22.7
102 05.0 +435,0
103. 50,0 - 00.0
104 07.1 -12.9
105 21.4 ~25.2
106 33.3 +13.3
107 10.0 -06.6
108 05.5 -16.7
109 00.0 «25.0
110 27.2 ~13.9
111 20.0 -16.3.
112 50.0 © +28.2
113 00.0 -21.0
114 30.0 -13.7
116 66.6 - +52.4
117 75.0 - +11.9 .
w18 22.6 -02.4
119 20.0 -05.0
120 - 25.0 +05.0

" 121 26,9 -00.3
125 25.0 -28,8
126 50.0 ' +11.7
127 70.0 +14.5
128 75.0 +37.5
129 55.5 -01.0
130 - 56.2 +02.4
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- TABLE LG
AFFECTIONAL DIME SI&N DATA ©
PEKCENT OF MEGATIVE WLEILAWICR TOLANDS ADULYS -
< - = - - - ’ - ’
Subject - Tergeat Fall’ - Percent Spering . Diffeisnce

11.3 -08,7
. 15.0 +91.6
T 05.0 TR

101 0

&

4 .

0: ' 2.4 o =01.4
0 -

0

20
102 . 16.
103, 18.4
104 - 20,
*105 00, 00.90 00,0
106 20. . 33.3 - -13.3
107 08.3 | ) 00.0 . 8.3
108 09.0 - 00.0 g 0.9
103 - 00,9 00.0. ¢ 05.0
110 _ © 29,4 : - 27.2 - +02.2
11 . 06.2 N (O . 105:7
112 . N3.7 00.0 10,7
113 15.7 7™ ' 02.0 ‘ +15.7
114 ' 03.1 05.0 . -01.9
116 ¢d.0 - 00.0 ' T e
117 26.5 12.5 413.8
118 12.5; 024 410.1
119 ' 12.5 00,9 +11.6
120 00.0
121 .. 36.3 23.0 +13.3
122 ) 06.6 00,0 . +06.6
123 - 25,0 05,0 425.0
124, . 1.0 00,0 ' +12.0
125 07.6 50,0 . . -b2.4
126 nY.0 , 29.4 L =29.4
127 00,6 S 13, o -13.3 "
128 : 06,2 ‘ 12.5 : : -05,3
129, ) 02,1 . 0. _ RO
130 19.2 C 21.9 - ~Gl.7

(]
~

—— - et ——

03.8 Co -0508 -

66 /
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TABLE 5C o
o, - ADY DISVEION DATA

-PERCENT OF BIMAVIOR IH MESATIVE DOMAIN - ‘ - .

/ Subjact ' Parcent Fall ‘ " Parcent Spring ‘ Diffarence

15€
—

8- _ - 101 23.0, - 19.2 e +03.8

: : 102 55.5 16.1 . +39.4
103 16.6 - 15.9 , +00.7
104 15.0 20.5 . -05.5

: - . 105 06.4 09.0 © v -02.6

9 . 106 26.3 14.7 : +11.6

" 107 10.0 06.8 +03.2
108 18.1 00.0 - +18,1
109 25.5 40.4 , -14.9
110 42.8 54.5 : -01.7
111 43.4 63.6 -20.2
112 05.0 00.0 . - . 405.0
113 15.3 25.0 -09.7
114 G7.6 09.0 -01.4
‘116 €0.0 06.9 -06.9
117 09.6 07.6 -00.3
118 . 00.0 00.0 . 00.0
119 38.4 03.2 . +35.2
120 28,9 00.0 +28.9
1z 23.3. 00.0 +23.8
122 15.3 08.3 +07.0
123 54,5 00.0 +54.,5
124 07.6 00.0 +07.6
125 00.0 21.4 <21.4
126 - - 00.0 09.0 -09.0
127 .00.0 07.6 -07.%
128 13.4 21.0 ~G7.5
129 00.0 00.0 B 00.0
120 36.3 23.0 . ~13.3
\ T . ' 4
S 67
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+ _FALL

Preacadémic  High
(2 classrooms)
Boys
Girls
Total

Discovery

(2 classrooms)
Boys
Girls
Total

-.Cognative-~

Discovery

(7 classrooms)
Boys
Girls
Total

!

Enabler

(2 ¢lassrooms)
Boys
Girls
Totgl

APPENDIX D

FALL-SPRING COMPARISON: RATINGS

'OF CHILDREN'S OVERALL PERFORMANCE

ACCORDING

\

TO MODEL TYPES

Improved
Rating

4(2 margiﬁgk)
1 X
5

" 4(1 marginal)
2(1 marginal)
6 :

3

8(1 m74ginal)
21

'
’

SPRING

o change
in rating

0
2
2

Lower
rating

0
1
1
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APPENDIX E

DEFINITION OF THE TERMS SUPPORTIVE AND
' NONSUPPORTIVE

SUPPORTIVE

l. Rewards, praises, compliments (compensates for
. action or thought, commands, expresses personal regard).

ot

2. Protects, reassures, assists (defends or shields : , "'/'
from ridicule, restores confldence, lends aid,
helps). -

3. Affirms (asserts positively, confirms pupil's
- " comment or action--"OK'" and "all right' used
alone are considered clarification and not
support).

4, Uses humor (the unexpected out of context brihgs
with it surprise and comic relief).

5. Apologizes (admits mistake).

6. Reflects feellngs (turns back or interprets

) * pupil's statement, often a type of direct quote--
: ' reflecting pupil's answer to a question is con-
sidered clarification and not support, per se).

NONSUPFORTI VE _ o | ’\

l. Ignores (takes no verbal action to pupil's request . \\\
and no other type of action).

2. Checks, contrasts, corrects (examines and tests,
sets one pupil against the other in order to
emphasize the difference).

3. Contradicts, criticizes (opposes or speaks agalnst
or finds fault)

4. Shames,threatens, reprimands; uses sarcasm (discredits,
promises punishments, reproves or censures, and
uses caustic remarks, often expressing contempt).

5. Deprlves, punishes (refuses and infllcts a penalty
for an offense).

NEUTRAL (;E)

l. Evidences nejther support or nonsupport. 3

\
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Caer Qam i, : Be Tyler

Cver the year I've heen obeervirg Sau, lie has beco e eve peer-
oricuted, lous -.-.'fthdr'--'n, avd less Cisruptive, 1is carlivr non-
constructive boh :“IJO)‘, desianed to cain the attention of teachers

and peers, have be sun Lo -1':0_9 Oute e now makus tentative efforts

to join the group, usuzlly aposrooching with sern tpgrestive actiong
however, he aLaidons his ofF foves aiter a short time apd anSUy

an oalooker role.  Sam nowv seems Lo La mOre adqult centerod, in a
dependent way, and {requétitly stande by a teachey, clinging to her
skirt, orv toucihring hor: aifectionately,

[

In the clicsroom, San hae gained some confidence, ‘Throushout
the year ha har lLeen oable to give the "right" anzuo ra, althonush

soictimes heaivaatly, oad in oo very solt voice, Liow hu YO Rnenis
to the questicas asked by tho teachor vich less h(:::itm:(_\, d-
thoush he continucs to cl ow cubarvassoont vhen nshed to sCend and

Yecite,

/ .
In gencral, Sam ic moye responsive to the tetal situstion,
His self-centeredness and do Anding bohavior have diminichod,

and he now maloer abortive tottempts Lo i'rtorzu:t'.., In addition, he
now expresses o2 affection = i minion] ambunt tevard prere) oa
great deal toverd adults, Yo, u:-:]nl\:t:s: tore cenfidonce in h
in all areas; his thuinb onid finger suciiing has conpletely dis-
appeared. '

Sam's wmother feels that Vead Stert: has been very sood for Qam
in that j¢ has holped hin lessy to talk, and to et along

o
othey kids, I'er goal is thos Sam hecomr aowell-ichaved chiild, and
sic feels Yead Start is bringing this sbout. Che is ve ry enthusi=
astic about :ileal i‘.tarlt-3\)'0;;7':":‘..‘: in giasval, and this proeran in
particular, comaring thon and noting how this gia: outt above

the others (U('L‘Ol Lc‘cm:‘., etce). AL Limes she has contacied
authoritiecs to point out inadequacies in other programg,

g
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Cetevnr b, 1977

G005 == €. mnd hiie moths eomn into tho classveen,  T. and T dia-
cuoss with hor clen st tould be availible Loy ¢ chat - ¢he con
stoy ohly o bner tedry = longer toorrow, so e apree 1'11 talk
to her torovred, ' ‘ 5

Se dnowVichly coallew than thie averace boy in this cilass,
He o dyvessenl wory nortlv In brewa cordwreys, o brisht red aad
pgroan kniuocnicl, oo s hrvooa vhonae When b fiuet entors
ho olomers Lo trios o pe sutlant fhe o ctteallos of hiis paiaes by

ru-siing wiidiy avound thd roon (Ghile bis mothor is talliine to
Te ond nel) o )

-
.

1 2 4. M . . - id e M : -

Whoess S0 e mother sits down At one of the children's

Seocoen to har sud pure hie foad o beos shouldey, hons
holds e o ey clidrt 7or coveral minulese Ao Jong os she ptovs

e nowvew twoves avay Dyas ey dor o overy loag ting, alvays going

bazell to stens by hey, noeld on to hey, cte.

cwanty, S haoonis AaneIentivz, AL one Cino
B . - 1
oloudly, "soal't
ooy -until Ve pulle nin avay

foldin: deoy, ¥y o:

n feveralsidrtances, whon a line had foroad and S, vasn't
in oot he wounld-run te the Sreat of ¢

fivat positicaes Geuerally, the chil

this occurrcde.

e Lince aid pueh into Lhe
'

e

On the playprouwsd in the vorning, $. joins iu the civele
foxr a powe; hio is aporassive tocard the children on either eide
of hine however, he doss stay in the éircle until the ge
oOveY .

is

At lunch, S. is yestless; he is out of his chair several
times. ) .- : :

On the ploywroupd after lunch, S. again joins in a circle
gamee  Then T. forus a trein line, and as she ctarts to lead it
S trices to squacere in Lanediately behind T Bowever, the first

irl won't allow it, so he pushes in behind her, 3rd in the.
. 4 ’

train, Ahothoy tive he refused to get in line because he
‘couldu't be first,
; , e

. 1. . ,/

§e seems to be very verbal, speaking out cldarly for vhat
he waants, In ceveral instances this: seemed to be attention,

cithew frem an adult or froem peers, .

~

W




Case 6" . : L Uyler

Tuterview vith Yeocher

Se is four - will bLa five on Jon. 290, bas o brother, oue 6
a sister, ape 3, (Gn tcve), cood wother s azir prosaoat,
S. is very ective. UVo'sooowvery atanitorn chila. The pesrcl lotrist
. said thet he wns bory stuhbon so vill o hveys To thy
him and den't let hia watch WV

oWy, T v

" ' V(7)) B Yilen Wocnteonr, Lrue'tn, sud Sust bhoyein, around, e
likes Lo plan ond her: Loomore thon ancething,

—~
-

(Mivy wiah Ty o siatoy cnd Byt Dn thie Losoey outdaon, s
. . . P . . . ~ e ! -
Lide in the neigikoricsd. Do ogets alens veod, Ban he's aufally

stubboessy,

Ve weodn sy schood beod stoart. Vas stubbeva there. 2 hen
hio petoed un voeterdry hecars o he didn't vent to vorr (he pente ¥
told hii:: to weaor,

Y v 3 ~ . ] . . . ¢ .
. Grer did 8, do®) e woulda't rospond with the group. b 'd
: - Dblew bauthles on hic mouth, 1V had gt

Jowould span’ hing or ool hin po to hed or sit in the corner,
. “ The doctor oveiyhoard

not to voeenlt hiio no sachy
punichooants,

tell abour cpeniiding ©L = he told o

eodtoctor endd 1o aloulu pub hin e vae

(Pun?)  Take euway sorothiag, no tyiyae  Put thot's like
meen - will hate parvonts, Uy oother tooh cuacy “mas {reos us a:

veally binted her, motar To tinis wother,. cpaniiing wvae not o Mauanieh -
R M H o

ment'' - pun. vas talling somatihing avay, pulting him in his roomn,
. cte,) '

{ ’ (?7) You need to spank a2 child to ler them tmow you've boss,

(Fiivso?) 8. has a heart condition. Uhen 1 was 2 moaths preg-
nant 1 fell off a cuaiv and-broie his breast bone. ‘The bone soine-

times pushes on the tube to his heart. Uhen he ruas a temerature
he goes jnto convulsions and has o heart attach, 3've had hin to

doctor in Lhicago, and here, amd in Mississippi. The doctor in
Chicapo told wue to let him junp, but to watch when his temberature
goes up, Another doctor told we S. shouldn't jump.

He's had 2 Xidney omeraticus. His grandmother pets him too
nuch, T tell her te put him down cuz he'll gei spoiled.

The doctor said Lie'd need phenobarbitol the rest of his life.
(?) 7To lieep his temporature dova, Dut S, cleens too much if T

W, v . : . 4
give it to him, so 1 cut down on v, ¥rven't given énv for z wonth. :

74
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Cone "g" , B, Tyler

Intervices vith other (conte) ' .

sits dowa ;)r.r.‘. ia cuict, If mother tell: bhinto do serrthing,
he von't. Mrouble ix, if vou peot 8, he Joole b oorn asvay
with cuyehing,  Dvea oL his beart was ot al

his chest T wouldn't pet hism = he wight die bur ' not conmnma .
ret hin. '

AN

a1l oul ofF

(¢, Lites affec,¥)  The only tinw b wonte oo to et hinm
: ! H PR
ie vhen ho o tenim
on wy lop, Yhics

LA RN ] [EA
L e

et
TS

200U
!

this Lot June.

! e AR tINIE oF 8 I RN RN

) L anbulances, and he wag vaconscious el

vorstey in the bespitel 2 weetise T aidan’i lenva hin o) .
that tino. .

RPN
PERNR T GN

hours

(Flang for S.%) S aili te what he vanus ¢
very incdesendent. Me's alno very coafidont of by
he decided towall, he walled,  eforve
palled b, but that vwas no good,  Tf 1
von't do it h

ST B
vehed i ond

\ P H
|.-_‘?f) N1, he

(aything elaee about $.7)  That's oboul it,

Q o o ' ‘ | s
ERIC ' '

Aruitoxt provided by Eic




PAruntext providea by enic [l

Getober 7, 1970 (2:07)

Mother hriacs 5, inte classroorn, He vanders away frow

ey "o
{ D

her, she shouts crossies "vou cov up here Lo Ltoacher "
you get over here and pet your nere tap,' !
seat' PGet wvour then s out ol veur woutin,

Jhave none of this - vou'll L

v

o ot in yvour
o Mlow were poennn

n

vour priviieres tabom avay,

:02)

N

’
'

v S, wallks up to hiis vother and vettore somathine, wiiich
- ~ . : O '
T couldn't wndersgand,  Motherw seld, "Cet back theore," i
3

Vother tolks to teacher for severnl winutes ahont saking
S. behnve,  bShe glances at s, Vo lares,

overal Ciies ane
(5}

(5:05)

A boy sits doum on S.'s choir with hivg puzhivg S, out
of chaiv, 8. docsa't react to vhe boy, .

Pdezeher tells the Loy to et out of the chair,  §5,.'s

wother tells 8, to sit up.

_(9:0'/)_.

S. talks with a boy sitting at his table,  The boy
takes hold of &.'s are, in a {riendly manner.

£9:13) ' T

S.'s mother lecaves the roon, saying, '"You'd better
3 7 {r)

be pood, do you hear? DdDon't run.” As soon as she is out

the door, S: starts running avound the roomr with another

boy. .

.

I/

At lunch S, spilled his wilk, e didn't scem upsct -
just sat and looked at it. I was sitting at the table with

him and suegpested that he ro get some paper JLowals. He
hesitated, as thouzh encevtoin abovt how todo. that, then . :

hurried o Lo fhe yeet rans, e care back vith oo handigld
of towels and proceddnd Lo spread toweis on the spilled
milk, Lhen put the wet towels in the wastebasker,  There

was still) ilk on the floor, so 5. wont e the rost roo
h] - . : :
i

fOoU 1ore Cuwdi, Gl i




TPl \

Case 'S ‘
Page 2 ‘ < \ l'

ing up. . ‘ .

.

S. sat down in his chair, crushed his pnpér mitk cup
*in his hand, and said, "I don't want any wmilk", Held his
plastic fork under the table, brrakine ol the prongs oac
at a time, When only the handle was left he hield LG up and
grinncd.

v

!

S. was very restless duving 1nnch// When T talked to ‘
him he world gsually answer, but nost/of what he said wvas - :
unintellipibiic,  Once M. came over afid hit §. e winced
and blinked his eves but did='t try/ts kit hir back, e
woved out of his seat. 8§, ate his/hamburgeyr, and ate gouve
corn with his fingers., When he had fivished the hamburper,
he walled across the rooa Lo nnk/the te:cher {for a forir; wvhich
she gave him. ifle étejal) his corn and dessert, =pd threw the
enpty -plates in the wastcebaaket,

.
While sitting at §.'s table for lunch, T felt that he

was only minimally respontive Lo mv offorts to interact, and

in a way, evasive. e gives the impression of beiny uncer-

tain of hiwmscelf, and handies this by bluifling, bousting, oy .

"putting e’ an act, E.C., @t tiues s handles his dnsccurity

by being the clown - making f{aces or weird noises to attrace

the attention of his peers.

S. seecms to be quite verbal, yet the majovity of his
words are unintelligible. iEven in answering Jirect ques-
tions 1 was unable to understand most of what S. said, Yrrm
vhat I could understand, some of S.'s ansvers vere 'silly,”
or inappropriate. ) oo

;

. ' /

{J

.
\




Case g

GColtoter 8
peATEAL

8, 1970 (9:15)

— . 2. coimes in the deor vith his mother., e ‘is dressed in o
» \\\ fancy outfiv which includes a Jeather vest with tong thongs i
2 hanging from it. iiis shoes are brightly polished.

; As S, wunlky
away from his mother her cves follow himg che seens proud of
b his appearance, and glances around though she is looking to
sce if anybody uotices hiw

~ o
as
.

)

oo
) . Yo
5. coi 26 bacl to his imother. She scolds him harshly uhqu(' !
his not keeping his clothes neat. e puts his thuzb in his/" 1
maath, and his vother says Joudly, "Leok -how ugly your thub o t
. - B " |
/'/’r’ (
. - 4 ,/

. g - '/-}’ : -

£2:1) i

o

ot

‘ﬁiq at He sits down -at a table sy himscif,
’ . Ctlo his ares over the back of the
tivity, which cousiats

> PTiwaTily of clusters of ki
in different activitijes.

S N

walks Lo the middle of the room, stands Jooking arouvnd
the other children.

ous

] i
chair and wnashcs:rhu e -
(4

L1 .
£ imyolves

(8:20
\
S. walls over to a table full of children, lcans on it,
and watches thoen, '

]
.
.

Teacher tells S, to go back to his table,

He stands in
the widdle of the room looking confused
his wouth,

. Puts his finger in

€ l/ Son
Teacher to S.: "Sit down." ‘ -
/
. . /' =
S. sits dowm, puts thumb in his amouth.

1£9:23)

Children line up to go to bathroom,

\

©£9:21)

. S.ds at the head of the line coming back from the batl -
veom. A boy pushes on S\, S. daesn't react.,
on the floor.

S-,-\D'Jshoﬁf?hif'\ twigre an thao ho

The boy
his hand; the boy i

A

y site down

cad with the palin of
ignores him,. S, stretches out.on the floor im-
itating the boy, but imrediately jumps up and f0es to a chair.
1 ! ' .




| | . | 11

- _(_]O:()(i) treadine mroun P

e

T. stanps feet on floor, then hits her hands on her legs.
"Do it the Tight way, "

: T §. copics T.'s actions correctly, e pays closce attention
' to the T. \
_ i
' T Mho can shew ne the vioh way?'" o (Same task)  R. vepeats
it correetly, then 5, doce the shwe. - i
' \
i
|
To: "How, basbevbail, Say it fast after we."
Tor s,y don't play with the fringe &n your jacket."
, _ \
A
T.v "s., say bashotball,"
S.orepeats it corrcctly,
5. 35 playing with the fringe on his now leather jachket; v,
_ ) takces his jaclket of f. 8§, puts bis thued in his wouth.
‘> . D ‘4.-""
The proup practices saying “telovision® and “foothall," s,
docsn't participate - sits with thuweb In his woach.
- The teacher drops her papers. - §. picks them up for her, then
puts thumd back in mouth, B
Te: "I'nm ponna try to fool you. What sound is this?" (pointe
to T on card) ' . : o
‘\
. Y
S. is paying attention now, watches J., who gives "wmm' as
the answer, e '
L .
by

S.: "o teacher, that's not mmm."

-
3

¢ "Al1 ripht, S." "what's this sound?"

9

S responds covrectly, thefi puts thush in mouth.
3
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it

~ fi,.000 ’
L S R4 o - ~

5 |
L] vt bary oy -
. watchoa vhn as they recite, e i

youtlore thay w et b Lis

S¢ yeaiten correct
particinoting cozerly,

"e JSUPTS PP » - Sy s . an o o) st it Pl A s
o anils Je o (:'.f\'?xL].C'u, and S unsvyyy S

sressien cosm

e class woves fron

rrirochalre Lo seats aroee

M Looeoy

gev <
g

vl 1t hean to practice on.

<

I
-
=
pt

lo

/v
' R . \
\ .
. . 82\ —

3

e Yo doa o telt on Jote b ne-

‘

R .
i

+

c
e

less!




Corre Mot
PRERN & N

~ Srithootic Cron

Pacin to the Cenror,
aren here S, oand Hoerhioer

woynono g ttention to Kis mothor,

maten o oroe of fouy diffoy-
1ivo wins "

o i vou,
yoorly, EENE - Tovridbe 1UoAmioviuctiy. 8

whoartor

Cir sccond ovranmens S Ne o de mov yipht, altoer cemnleting it
Guickly, He covvects S0, then site aue'dng hic thoad,  The
cevers Troy U opuchan Loy chain Poaek i m U Fey e cacle,

Se nutin o hitn cheir heoels

. . orr .M
up to the toble,

it lool 1ile vine NG crrananant of b

cazed ke covdnodn the wigshit ordor,

coeuant

Lite s

o o T8 not
wousintoellisis
noe cnd thune T :

I

So puts thuab into mouth and wvallis across . classroc::, obli-
vious to othor children., ‘
.
time 8o crvanged Lhe covds correctly, hie

wrowidlye ) Clhen che lolt the clacesreon afiter
avith,, che waved at €,, but he ifgnored her, She then woved
geodlye o rmny) ’
Coo- finger painting - Tuesday

.

S. vasn't dn the fivet proup of finper painters. e stood
in the miaddle of the roca with his thesh fu his outh leoting
very rejecteds (Chout P/ of the class in alreoady paint 1uh,)
vasn't chonen for lst group as Wo hedn't sal quictly vhen he
stppored to,

When he ders set to fincor peing he s vl neulral about

oo though soiug threueh o




She a
Moun

she “det

oy,

youreas

Nothy, :

My brovioy, 1
wing?Y oo ‘.wz'ol;im.?z."‘
YOU €O it youy biow




Full Tt Provided by ERIC.

I

Cane ''g" o Yylen ‘
. : :
yio. o Cloald woee Tl v
Fyour toschoy bn owonl)
(hen does
Yosnon, RN
with the ;
hroushoat thi Coeontinued te b ointent on
draving with @ uic doniny i loyent acler s
and & tot of BT on anw ooune dravinn,
!
<
(Vou cve a ool ‘vclm'.‘«.:', Noovou color
yoit ¢al). Plaseastin to (here?)
ta dgo 7 T e wew ot
you <o (ovrw yourae:d ) Diouny dyrooen e, .

(iees byedl v drene ninseln?)
(Ave vou @ hiayyy boyd) Yoro Ve It
Corestdoned oo thayy Lo ey i ng

v brother chowed D how to nale leticre, - (.-'-.1',‘\'_:
Yes.  (Bow smerr?)  telle CCatcdUTTTY Yes, o (het
saseball ind cortoons, ( watches with wouly T
(Motiny ever wotch with voul) Vo, o Cn your deddy 2
7Y  Shates heno roe  (Chat dooy i\
2?) ‘Loethin, '

e .to do tiie very boeut

Ve (S, awd 1) loched at SJo's dravings - herempuested no
particular focling abeu. ti

o = peitioor Titted ner dislined then,
When 1o specific cutation was ashed, He had little to say. lont

a1ty unintellieible; the
structured aucstion facilitared wilevetanding viat he said,

of his wvords were muttered aud part

1 el




S, Lol 1ty apauvering toaay beoouae

catel s
cava U

i sotaer hed spanhed o sood loact nigit, ,

feols it S, is atuhlorn, bt that he corsi't

foidm,

ic)

2o Teorcuher

oot vnnt ser et e e Vi e ben e the oty dnide,
aadors osomatis i i oclires Ve lites to oot yourh with
;

thood to b yoophe wich Wi Yot e likes

Seowos very guict the first-owoeel of school » then aftoery one
weekend hie vas wild - aned "eonldn 't doowhet ] "
A 4
i

oy . ] P e . . ) . .
et of the Cine he won ' fellow divections 1ic the eroup,
) ¢ i

AAcld hin to do,

3. lauguuage teacher aboent duying this vielt.




. bree b . R . N
Cone 'Y . ity ler
February, Ju/l ' . .

n )
5190 a0

' Froeo cotivity v

ivoa ooyroun Ll

H.
-
—
=
Y
o)
et

proven ot teblen,

H B SN . D M s -
(SR I B R S T A R F T+

Phoiy covrverastion, 1o

TS S R T

Vinsorn drea b othe vasng seende 0y vt ne Coctiuatjoun

cUoamother Lride, Jooln al childdven citting and talliing, goson

syt

«
N

I
ol a table (o canch oy oy e ol i
010
S oy to & teble vhare the veading teacher §o sitting.
Several childroen syre cothorved arend taliive o her. o, stands and
listens to the e Lellae S te o it doon, he sniles
sheapichly and Lable, ctands by it leoling, sround then
sats dowa nnd stiores intoe space, cblivious of tho others of the table,
9:15 . ' R
[ “ . B / . N . . B .
Vhen teacher savs, "lovw sit wice, averybody," S, ds sitting quictly
oblivious to tioee others who are talking topether at the table.
10:1G - heading class . 7
ERA : ! ;
. \J/
‘ T:  "Who studied dake home?" $% bolds up hand. (A1l Lmt M. haveo
studied.) 1o leoking threugh Lile for somsthinng, S, suclking on hia
finper, steving into spece. (Cthers glancing around room - M, vatcheos ;

teachor.)
e Mool 2t this pow sound.”  Chows a in hor bhook. Chiildwken re-
peat tho sounad teopethor. S, fiuner in nouvth, for thn cewnd, ’

AN . K




Caep Mo
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10:10 Peading Class (cont,)

~l

"o

cons e

Lo

5

S to v

erhiirraases S

chuiy
mathring Lo

e .

)
Uinjching to

(AR NAVErS:
. [s

sotic Claes

+

cnch chil

AN
i-""‘

S8 reciten ey Wi

Y SRS T STV REA N P

ave unueily covrect .

CGlassrs

o
Rl

at ool :
dealy and runs over
runs over toe
hisz table.

tekles One rets v
and joins in the

« 18

il

ther
I R

coti

S

T. ask
to vhat he is doing - pats

table and places a spooa or two

Vhen the ciiildren go to the bathroon, S, i

GO

He runs to his seot and gits

pivl ds sitting aloae

vhicn he
e

dnes,

AS AR NN SATTRNESE I SR |
Caviaes

Lo
Lo

s
el .
b ay

AYN
R ]

corvectly,

P
PCRETY

coevng

Tioud

S. to help put spoons on the tabloer.

one

Soovher odird

'

covreauly e et arention

Ginocurstione, I,

ceand oat

: counts,
¢ .

oy
e il

Ho

Y
tev

e Ls very o wrcenhont

voica., Die sncvers {countia

L |
thonoraas

the hovs at s

N
K108

The haoy” 2 Gown

+

He

1
then

poys no attention
vandgors ta another

)

oo on a2 tairle,

s CUCe

5

the first ouc bacid,

I8
[

sUoa tabl . to

comn it
trading

one ‘

©

o1

~

l\') P s
tie

)
HO0WS




June G, 1971

Fivet Doye-Syd Visit

-’.—

The chiildren wave colled 93 for lunch. crensd dooa the
hostens to the door, o, Cho crowd, e civnopeviially
upraiscd, as 1E dn veadiness to detend Bioaels (howney pPosiElon),

. . . | .
Vivenr S0 oo Lach from e weehyonn, ho oo ‘

. ite dova at the toble
sitCve with & pivld, Borirgy lunch, S, js 1wich polre dig-

. -1,
vhors T

ruptive mwoovhovn ool Whe tablal e dooour of crai s Drequent by,
phen fouaoer ubtencite Sron Sivis U theetaht Lrees ahiile -
b, Lrying Lo creestion. e tolle a than tho

orhiers), Lot §ocan wnoereramd 1t Cal it b

Tat

ot arat syonad VI A AT B A L, o tates hodd
' of wy hiewds 7 thish oo of Biis dicvnptive MoLAvior du o Luneh fond
.

crestoperiod wie aloed atopoining v attention,

Testers hove aryived, S, i siltioe ot a table vith 4 boys and
a givl da prepavation for wroun tentine, Boy next to S, hits hin oon
the face.

~ald

oy, YStop it the boy does,  The boys are talbing
tonether, hat $. is not o pert of the conversaiion, ’ .

7 -

_ Fach child ds siven a test en vhich he iz Lo copy avahols, S,
g Soworks dntenily at the tosk., He completes the figuresn; nost of

wvhich are correctdy copiod. « Alter {inishine he aits - wietly.
R J H . I { J

R - }-:3

(OS]

T cmtyine o ogird's belt ot the nont tahle. S, geto oup from his
ceaty conme tver and groba

(PR .

iy wnarly cholting her,

He steps and hes

L around

O rbenln L Lo
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Floverowad, S i standine hy tie 7o oce o CELOoLe e
. , playing with Juun Yorce, soro aye [ignd i Ly el a8 {ree,
.
- A
y Seowallie nevers adeyeyorrul to e e rand Uiy Y the B lGd e,
atards nont to oo,
1640
Soovallis over to tree, watchos hoeys . Turns o boy on
groma and grabs hin fren i | weide briefly, and Foy runs
avay [rom O, 8, folious . \ ovda oronn of boys loolking
over the fencey They ol run avay fros Lhrofenee, S.oruas with the,
then goss back Lo fence oud stands by hinsalf,
\ /
.
10:53 '
: R .
. S. comre over Lo-me and shovs e o 1

e
~3°

. /

Visiting aide organizes o civele game,  all excent S. aad D, join
in circle--they watehr from «f

elines ’ b 3 N

e
~
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S b den't stoy At the table
as 1 odid vestevday, e lese disraptive during the rest

Deciod, _ : -~

June 11, 1971

Third Zayv--3rd Visit

2:00-10:00

Froe wlay for children. Teachers sitting in a cluster ta ing
and laughing.  S. and ancother bow get ia a fipght over a loup block,
So holds his emoin a "eood” fipht until the other boy gets hold of
thie block, and holds it over 9. 's hapd ('1\:1'(':‘.’:'0:17'1';3 to hiia. &,
docsn't hat an eye or back up an inch; the other boy bucks up and
Towers the bleck, ’ ' '
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Drae plae verded S0 New peon very active, Y
vl il sy Tritlocin Svolaclione S ‘
Poeeciiwity an iy then suy etier chidd (o
voachey of o o, )
She nide cote nnt o e ot hieire A g1 s
Cho Bd it v anre o phorpe S0 s o 1 SRR ’
aboul Y Teot renye cae
viinnte, L ety Uhe oth e
Aok the UL Tay el bedy the of fice, e and [, ana -
P . . .
anoth- vl alineo Vuy o Chere ds considoy
SOVeY il Cae eraney, ' .
,/’
s/
e -
4
Crevp sinziug-- " . 3
Vit . , Y] . ‘v
S rryong mtaaee did 1 e .
nim poet Lew oviedds thir vac
BELRCRRREE Bonore i b
did 3 1h ' '
/ B
s
dntevyicy
. . .o Ty [} B . . K
(S and L, o7 Ho ode He newsthoes to read
fone vords. e Sogues Dt ceusprper . And
he points to thiug:. in paper, lilke 2 owen, 'Y o~
. . . T .. ! .n; B
(lealth?) e had ehickon pex for 2 wecke. Then-3 days ha had .
2 hich tewrerature, end 3 dowe b had a cold,  Tn Dovenh had a [
herida operation end missed schaol (13 the last of bocosber.  You e o
have Lo give hia credit, hic has really progressed in school, ' ‘ '
He hes to go bock to the Bossital for suother hieraia opeTation,
] ¢ . . .
but. he pleys Tike o wdrmel ciild now, bhecavse 1 don't pet hin, My
mother wants Lo et him cuz ho's boen sick bt 1 tell Lor no--~nooe
-y N V.- - ~fe Ty tye e . - . . 1,0
of "that. s, don't waata yet i Uy so after school "L puts on ola |
RPN T O P A g - H V. et .. : -y
clothes ewm! poats diviy. Dot Lo don't veuta pet his pretty school . \
LK) #
clothies dirty., .
s ’ '
//
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CoJune .11, l'-'J'/.l : S . co .

.D.‘.t.i'.’_'_\ﬂ.ﬂ'.'l (cont.) .~ - L : ' S ' T
H ‘ i 4 ' .. ot ’ :
. ’ . : . 3

e (,‘.IL:*.}' aoplows vith kids i the neighborhood, or his
:b“ol‘xu' e he comes in fo play with the baby ' .
plays by hinself Cre otirars 50 dne't Mm. T 2dded i 't .
Ceyany abouw Lis b sistere o sohetires vols up in the
she walles un ond plade in lf}:(' o warmer, 4hsn vahtes up hLis™
. J . 4 : " ’ -
eyl 1hed berin about 8.0 'e opevation, sg..,:ng that
stoed Doalinda wephp vl B i Ll ?'.c-,-';‘-‘..] Fonthr g ,
very dood.  Loth off they boys head Ledn in tha hospital RN
Cirme for berada opepanitnse  Poveven, she said nothing ob9:
ing any timewith the elder boy, ; ~ . Y
4 - Do o
“tirse Lo had her fruvehochild Yast yece 12thy Per rathor and .o .
B 1;1‘.'\1':('.:‘:0‘(:?1("1' oot eare of Loy children \}.n'.]!.’ st was in the hospita 'l ) :
Mopt ny uetiier protects them Loo iy EER Just 1..\.,.-;, R
fthe othe ers, ovea with hiis hport oo ‘ : ERE ¢
- M . . . ¢ ¢ -
N (Seat homae?) "Nisest p‘.'f.!‘.-,]:"" s vent the sare . o
one . So last Chwis et goversl in diffpront . .
celers, but &0 will ficht vhan his bvother has eomzth hedoesa't,” - Ce
) . v . ) '.v e S’ ‘ ey T . S .
S Yoo d spprta. S11 snerts. Adeo S, owmel Lias toys eiey. T only o -
let them play with ore ot @ timz, and he alwevd Purs dt ewav. M a
don't like them playiug with electric 0“', amieas L'ahere' Mrse Lo o "
describes annin t -‘-1 vitiel €, hed cavphit the bed oa fize. . -
She then tells agas tha pill ';'\‘91 o '; cp:m-:’-:e, éupha-
, -

ing that she !c‘ni;v_';‘.(:('.' L h:n.'u for !.-L-)n'- st nlu ‘ot fm' taking ...
“the pills, She -said that once 5. ':.'I.'*d Lo h. vo o a switch, Tt the belt. v "y
.. . : ] K3
7 ’ i Y

. _ K
MBut T'm good to thame I lzuy c:'.n_c'-\v‘ il popsicles fer them every - L
veekend, I don't let theh run sround. Hen I £0 Lo night school from . - .

6 to 10, T tell the sititer not to ilot ('.x.e..n\ou_t ef the housc. ‘They can )
have 311 they waat to cat, and they can p,o\go.l‘. a popsicle from the » _
. refrigerator, but they.can't go out," A o e N
(8. developing 'way you want?)  Mrs. L. \;id she verries abouts
S.'s head because he feil so wmuch, but the doctor has said that S. is » - et
perfectly nermal. "I zsk the doctor over and over vhy 8.'s o small S
but his head's so. big, and the cdoctor’ Loll" e to cub out the \xorry . o .
ing--that S.'s okay — . . L ) : . : ) TN
N ¢ lcarning_;f?) "lo's doing very good. * The ‘teacher fllls me in
on how he's doing, ‘They test hinm ond he does pretty good,'" Mrs, L. ‘
said thaL'Ll Logchor asliis her if she goes over his teakerhomes,-and . .
she said she <didn't have to hocsuse S.'s older hrother has the sama '
. ' ‘ .. A T .
P4 ‘ ( P -
. .
. 95 Y ' . 3
. - 4 - \ », ' r
e - -t .t ' ‘ \\
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con..ocx, it ves auful. o "ihen ny daugh-
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N S5.7) "They're beautiful, They thhe @i

{ 1
the kide me! euplain, - They listep to tha hids, give then mo
'

don,  The oaly thiug T .‘.'te is ay, dedgiiter cant go- there,

Center iy boant!

ful. 's Lotter oryanized than most Center

3] v

the teachers ggnt_,‘;zl(m;: ;og;emrero ' , .
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_ - _ R :
(et is the lmin thing $. has getten from Il 5,7) 'Me
how to taol¥, Yo used to musble vwith his Lhu h in his/ aouth.

wwowit up and Become a oy, He knous how to get along with &
he's arown un and asks quastions, -

-

tenaed to bLie chy, but

2
"oy

eaid that whon S.'s g’.’.’e d¢dad dicd recently S.-asked if his g

daddy had pone o heaven, And when he viewed the bod

lot of qtcs"l')n...-
"S, notices evervything.
his tale-home first; then dv:‘.:

dy e cs

"lunch

e with
re free-

tThis

s, and

knows
lic's
ids~--he "
Se s
rand-
wed a
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Lnd he }clbs in the cook ing.
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He «does
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Juterview (conts) - — \ -,
- - Mrse Lo said she hag tavght hey children to put their clean h
; Jothes & cortanin place end thedr dirty clothics mnather hlice, She
’, ¢ « o N - . . . . N b to :
said she pundehed $o Zor aveely pocause, he dida't syt Lis dirviy '
. sock sheve It was suppased to go., She added thotWie needs o reel
- . . E oo M M ‘ Y
cgood whipping once d year, o) R ' ’
L. o R : ’ C.
. ’ . .. . »L) . R
N sunnany,, Mrse L has‘very definite ideas about how S, should
be hanalaed, and does exert o great deal of control over hine ¢ is
. . N P : ’ . . . . . »
punished ceyerely if Lo deesn't i{ollr.::-; the rules she preusciibes for
hime Lt s very impovtant .te her that §. achicves in cchool, and
' . . A . . a8
that ke conforms to the pattern of a v\-;ce-s,}-}mhz.n:ed-, vall-adjusted 4 N
chi).q:‘,, » L L : . . T . \,.’ : | .
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